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ABSTRACT
EFFECTS OF PEER MANAGEMENT ON THE TEACHING
PERFORMANCE OF PARAPROFESSIONAL STAFF WORKING
WITH MENTALLY RETARDED ADULTS
SEPTEMBER, 1990
RICHARD KEVIN FLEMING, B.S., UNIVERSITY OF NEW HAMPSHIRE
M.Ed., UNIVERSITY OF MASSACHUSETTS
M.S., UNIVERSITY OF MASSACHUSETTS
Ph.D., UNIVERSITY OF MASSACHUSETTS
Directed by: Professor Beth Sulzer-Azarof
f
Ensuring generalization and maintenance of the
effects of staff training is a significant challenge in
human service settings. The application of behavioral
management procedures, especially performance feedback,
has proved particularly effective in meeting that
orted management
. This study was
conducted to evaluate the effects of a package consisting
of inservice training and a peer management program on
the promotion and maintenance of instructional
interactions of paraprofessional staff working with
mentally retarded clients. Three pairs of subjects,
vocational instructors at a large residential facility
for the developmentally disabled, participated directly
at their job sites. Dependent measures of staff
VI 1
instruction included complete and incomplete teaching
interactions, and contingent reward. Collateral measures
their client’s performance included engagement with work
materials for prevocat ional-level clients and rates of
productivity for vocational-level clients. The
experimental phases, introduced in multiple baseline
fashion across the three pairs of subjects, were; (1)
baseline, (2) inservice training of teaching skills, (3)
return to baseline, (4) training in peer management, (5)
peer management, (6) instructions to fade peer
management, and (7) follow-up.
The peer management program was associated with
increased and sustained levels of high quality teaching
by all subjects. Two subjects had previously demonstrated
short-term gains in teaching skills following inservice
training. Collateral measures of client performance
indicated increased work productivity among nine of
eleven vocational-level clients, but minimal effects on
engagement among the prevocat ional-level clients. The
results obtained in this study support benefits to staff
and clients through utilizing paraprofessional peers as
managers of the performance of their co-workers.
viii
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CHAPTER I
INTRODUCTION
The behavioral procedures involved in effective
instruction of developmentally disabled persons are well
established. Promoting and maintaining their use by
paraprofess ional staff, however, represents a major
challenge to managers in human service organizations. The
purpose of the current study was to investigate the
effectiveness of involving paraprofessional peers as
contingency managers to promote and maintain the use of
effective behavioral instruction.
Providing frequent positive interactions, especially
in the forms of contingent reinforcement and behavioral
instruction, has been recognized as critical to promoting
learning by mentally retarded persons (Repp, Felce, &. de
Kock, 1987; Ivancic, Reid, Iwata, Faw, & Page, 1981;
Burg, Reid, & Lattimore, 1979; Montegar, Reid, Madsen, &
Ewell, 1977). Paraprofessional staff, such as direct
caregivers in residential settings or instructors in
educational day programs, spend significant amounts of
time with their clients and, accordingly, are in a
favorable position to interact frequently with them.
Frequency is only part of the formula for optimal
learning to occur, however; staff also need to provide
high quality instructional interactions (Kissel, Whitman,
& Reid, 1983; Page, Iwata, & Reid, 1982; Realon,
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Lewallen, & Wheeler, 1983; Langone, Koorland, & Oseroff,
1987) continuously in the natural setting. Thus, for
developmental ly disabled students to make the best
progress possible, paraprofessional staff must be
prepared to provide frequent, high quality, continuous
instructional interactions.
Efforts directed toward preparing paraprofessional
staff for these tasks typically involve inservice
training procedures with little assessment of
generalization of skills to the job (Favell, Favell,
Riddle, & Risley, 1984), but empirical data show that
antecedent training interventions alone have not produced
generalized or durable changes in staff behavior
(Quilitch, 1975; Greene, Willis, Levy, & Bailey, 1978;
Lattimore, Stephens, Favell, & Risley, 1984; Richman,
Riordan, Reiss, Pyles, &, Bailey, 1988).
Reviewers of paraprofessional training and
management research have concluded unanimously that, to
ensure transfer and maintenance of staff skills,
inservice training interventions need to be supported
subsequently via the application of sound behavioral
management procedures on the job (Repp, et al . , 1987;
Harchik, Sherman, Hopkins, Strouse, & Sheldon, 1989;
Whitman, Scibak, & Reid, 1983). Performance feedback, in
various forms, has consistently been an effective
component of both training and management interventions
2
(Repp et al., 1987; Harchik, et al
. ,
1989). For instance,
the most successful and durable programs for training
paraprofess ionals to be effective teachers have been
comprised of initial inservice training procedures
including instructions, modeling, rehearsal, and feedback
followed by some form of systematic feedback on the
(Kissel et al
. ,
1983; Page et al
. ,
1982; Realon et al
.
,
1983)
.
In their analysis of performance feedback
procedures, Prue and Fairbank (1981) listed the source
(i.e., provider) as one of several key parameters of
feedback. In most studies of feedback with
paraprofessionals in organizations serving
developmentally disabled persons, supervisors or other
professional staff have provided the feedback (e.g.,
Montegar et al
. ,
1977; Brown, Willis, & Reid, 1981;
Ivancic et al
. ,
1981; Page et al
. ,
1982; Kissel et al
. ,
1983). Self-generated feedback also has been explored
with promising results (Burg et al
. ,
1979; Kissel et al .
,
1983; Burgio, Whitman, & Reid, 1983; Richman et al .
,
1988). Surprisingly, however, peer-mediated feedback has
received little attention.
Peer interactions are potentially influential social
stimuli (Dumas, 1989) and peer relations may represent a
powerful component of a natural community of
reinforcement (Kohler & Greenwood, 1986) or punishment
(Stokes & Osnes, 1989). The lack of empirical research on
3
this topic with adults in work settings is puzzling when
one considers the history of successful replications of
peer-mediated behavioral interventions with children in
academic settings (discussed below).
From a practical perspective, peer-mediated
interventions have several advantages for organizations.
First, peers work in physical proximity with their fellow
employees, enabling them to give frequent and immediate
feedback. Second, peer feedback may be perceived as more
acceptable than supervisory feedback (Greller, 1980).
Third, peer-mediated interventions could be more cost-
efficient to implement than supervisory interventions.
Fourth, prestigious peers may model positive behaviors to
the benefit of their co-workers ( Sulzer-Azarof f , Fox,
Moss, & Davis, in preparation). And finally, having peers
participate in making decisions about and managing their
own work contingencies may in itself enhance performance
(Cotton, Vollrath, Froggatt, Lengnick-Hall , & Jennings,
1988; Fleming, 1989).
The purpose of this study was to evaluate the
functional relation between a program combining inservice
training and peer management and increased and maintained
high quality instructional interactions between
parapro fes s ional staff and their mentally retarded
students. In the following pages, conceptual and
empirical support for peer—mediated interventions is
4
reviewed and discussed. Derived from several different
content areas in psychology, these include: (1) applied
behavior analysis; (2) clinical psychology; and (3)
organizational social psychology.
Conceptual Support f rom a Behavior Analytical
Perspective
Elaborating on earlier work (Stokes i Baer, 1977),
Stokes and Osnes (1988) suggested that peers who
participate together in learning experiences could
acquire discriminative properties that might promote
generalization of skills beyond the original teaching
conditions. That is, trainees could function as "common
physical stimuli" or common "salient social stimuli" to
mediate generalization from the training to the post-
training environment. These effects were demonstrated
empirically with children learning academic tasks
(Stokes, Doud
,
Rowbury, & Baer, 1978). Following training
outside of the classroom, involving a peer tutor
presenting stimulus materials and providing consequences
to a tutee
,
the tutor was introduced into the tutee’s
classroom to test for generalization. Whereas the
presence of a tutor alone failed to result in
generalization, increasing the salience of the tutor by
having him present materials and deliver occasional
consequences did facilitate generalization.
Peers also may represent a natural source, or
"community", of social reinforcement (Stokes & Baer,
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1977; Kohler & Greenwood, 1986) which could support
generalization and maintenance of new skills. Although
natural reinforcement communities may lie dormant
initially with regard to work-behaviors (i.e., peers may
not currently reinforce particular behaviors as they do
others), reinforcement could be occasioned if peers
learned to deliver contingent praise and positive
feedback. Furthermore, peer trainees could be taught to
perform the specific behaviors required to "enter" and be
"trapped" by their reinforcement communities (Stokes &
Osnes
,
1989).
Currently, these conceptual analyses are best
supported by the large body of empirical research on
peer-mediated strategies with children in academic
settings (see reviews by Greenwood, Carta, & Hall, 1988
and Kalfus, 1984). Research with school children,
parapro fess ional staff serving developmentally disabled
persons, personnel in business and industrial settings,
and individuals experiencing clinical problems is
reviewed next.
Emp i r ical Support in AppI ied Behavior Anal y s i
s
Peer-Mediated Interventions with Children in Academic.
Settings
Peer-mediated strategies have been described as
those which "employ peers either as co-therapists or as
instructors in the direct delivery of services"
6
(Greenwood et al
. , 1988, p. 260). With adequate training
and supervision, peers have successfully performed a
number of different roles. These include: (1) initiating
play interactions (Strain & Fox, 1981); (2) tutoring
classmates in academic and social skill areas (e.g.,
Reward, Heron, Ellis, & Cooke, 1986; Maheady & Sainto,
1985; Greenwood, Dinwiddie, Terry, Wade, Stanley,
Thibideau, &. Delquadri, 1984); (3) reducing maladaptive
behaviors (e.g., Drabman, Ross, Lynd, & Cordua, 1978);
and (4) delivering reinforcement (e.g., Winett, Richards,
Krasner, & Krasner, 1971), to name a few. Research
findings on the effectiveness of children as facilitators
of generalization of skills, however, remains is
equivocal (Kalfus, 1984).
It is important to note that implementing peer-
mediated interventions with children has required
systematic planning and management by teachers and other
personnel. For example, establishing a peer tutoring
program can involve selecting and grouping peers,
adapting materials and curricula, specifying tutoring
behaviors precisely, training the tutors (usually through
in vivo instruction, practice, and feedback), supervising
tutor-tutee interactions, evaluating progress, and
revising procedures as needed (Greenwood et al . , 1988).
In sum, a significant and growing body of research
supports the efficacy of utilizing peer-mediated
interventions with children in academic settings. Many of
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the steps necessary for planning and implementing
successful programs have been elucidated. Given the
generality of the basic principles of human operant
behavior upon which this literature is based, there
appears to be great potential for adapting many of the
procedures for use with adults in organizational
settings. The two studies reported next exemplify such
efforts in developmental disabilities settings.
Peer Training and Management with Staf f Serving
Developmental Iv Disabled Persons
In one carefully designed study of peer training in
an institution for the mentally retarded, newly hired
direct care staff were trained by senior, more
experienced direct care staff to perform three safety-
related skills - management of seizures, fire evacuation,
and management of assaultive clients (van den Pol, Reid,
and Fuqua, 1983). Experienced staff were selected by
their supervisors as being "responsible, organized, and
effective trainers with residents" (1983, p. 141). These
staff were taught by the experimenters to train their
peers using a procedure consisting of instructions,
guided practice, positive and corrective feedback, and
recording of trainees’ responses. Effectiveness of their
training was assessed during randomly scheduled
simulations of emergency situations. Once trainees had
acquired all three skills, each became a trainer of one
8
skill. The results showed that, in general, the new
trainers maintained the skill they taught but not the
others
.
This study demonstrated clearly that peers could
learn and effectively apply behavioral training skills,
some of which (e.g., feedback) might be useful components
of an on-going peer management intervention. This raises
the important question of whether paraprofessional staff
could indeed manage a system designed to promote
maintenance of one another’s skills. It also suggests the
importance of determining whether peer-mediated
procedures will work with skills that staff are expected
to use routinely and, in large part, at their own
discretion, as opposed to those cued by simulated, or
even real, emergencies.
In another study, paraprofessional staff working
overnight in residences for autistic children reviewed
and gave written feedback to daytime staff on aspects of
the client case management systems those staff maintained
(Egan, Luce, & Hall, 1988). Four standards of case
management were assessed: complete and accurate
documentation of short-term client objectives, clearly
labeled treatment conditions on graphs, operational
definitions of target behaviors, and evidence of adequate
reliability checks.
Following baseline, but prior to the peer feedback
condition, day staff were given a handbook which
9
included, among other information, the four standards
listed. Providing the handbooks resulted in no
discernable changes relative to baseline. Next, the night
staff reviewed data systems and completed written
feedback forms addressing one of the four standards. On
the following morning, copies of these forms were sent to
the day staffs’ mailboxes and to their department
directors. Following this condition, the night staff
provided feedback on all four standards.
Results showed that written peer feedback on one
standard quickly improved that standard but, in general,
not the others. Feedback on all four standards increased
those standards as well, with only a few exceptions. This
study demonstrated the effectiveness of a cost- and time-
efficient, internal peer review system. However, the
subjects’ knowledge that written feedback to them would
be reviewed by their department directors may have
affected their performance even though the directors gave
no feedback themselves. Peer feedback studies are needed
in which staff managers are not privy to information
about the subjects’ performance during the study.
The preceding studies have provided preliminary
empirical support for using peer—mediated interventions
with parapro fe ss ional staff working with developmentally
disabled clients. Two applications of behavioral peer
interventions conducted in business and industrial
10
settings are reviewed next.
Management and Social Support in Business and
Industrial Settings
Sulzer-Azarof f and colleagues (in preparation)
investigated a procedure for shifting responsibility for
implementation of a performance monitoring and feedback
system from professional staff to co-workers at a large
paper mill. To improve safety-related practices
initially, research staff conducted safety audits and
posted publicly the data they collected. Once
improvements occurred and had been maintained for some
time through this system, peer auditors were recruited to
assume responsibility for maintaining the system. Results
were mixed. While some units maintained their performance
at above baseline levels, others fell back to baseline
levels. The authors attributed this finding to a lack of
effective training and supervision of the peer management
process. They suggest that future studies include initial
training, direct monitoring of the quality of
interactions, and feedback and reinforcement of peer
management
.
Malott, Glasgow, O’Neill, & Klesges, (1984)
investigated a partner support, or "buddy system",
program to promote maintenance of smoking reduction by
employees in two organizations. Twenty-four smokers at a
telephone company and a medical clinic were randomly
assigned to one of two groups. While each group
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participated in the same controlled smoking program, one
group also participated in a social support program in
which each subject was paired with a partner with whom to
discuss joint progress daily. Results for both groups
were favorable: Subjects who quit smoking during the
program maintained their abstinence at a six month
follow-up. Those who sought only to decrease their
smoking were smoking less at follow-up.
Surprisingly, the social support component failed to
enhance treatment outcome differentially. In fact, the
partner support group improved less at follow-up on one
measure (nicotine content) than did the basic smoking
control group. In an attempt to interpret their findings,
the authors noted from their informal observations that a
high level of natural social support already existed at
the worksites and that participants in the basic
condition may have recruited their own social support.
However, the results of a partner interaction
questionnaire administered to subjects in the social
support condition at post-treatment revealed that
negative interactions had occurred between partners which
were inversely associated with treament outcome. The
authors suggested that future researchers attempt to
control negative interactions.
The Malott et al . (1984) study linked the fields of
organizational behavior and clinical psychology. A large
12
body of research has been conducted on social support as
a means to enhance treatment outcome of a host of
clinical problems. A brief review of some of these
applications, primarily from the behavior therapy
literature, is reviewed next.
Social Support and Clinical Problems
As noted above, one application of supportive peer-
mediated interventions is in the area of smoking. Support
for using partner systems to promote enduring reductions
in, or cessation of, smoking is equivocal. While early
findings were promising, assessments of long-term
maintenance in more recent studies have revealed
consistently negative outcomes (see review by Glasgow &
Lichtenstein, 1987). Although these findings may appear
discouraging when questioning the generality of partner
support systems to other behaviors, it is important to
note at least two characteristics of smoking that make it
a particularly difficult behavior to modify through
social contingencies. First, current smoking control
programs may be neglecting powerful bio-behavioral
processes related to nicotine addiction. Second, smoking
interventions must compete with strong and widespread
social cues that occasion smoking (Glasgow &
Lichtenstein, 1987).
Another problem for which social support
interventions have yielded promising if not definitive
results is compliance with weight loss regimens among
13
obese persons. Interventions have included the
involvement of spouses and other family members in the
treatment process* the recruitment of sponsors to donate
money to a charity contingent upon weight loss, and the
promotion of competition between employees of different
companies to see who could lose the most weight (see
review by Brownell & Jeffrey, 1987).
Treatments for agoraphobia have included spouse
support with positive short- and long-term results.
Cerny, Barlow, Craske, and Himadi (1987) conducted a
follow-up assessment of agoraphobic subjects who had been
involved previously in a study in which their spouses had
assumed a co-therapist role (Barlow, O’Brien, & Last,
1984). They found that participants in the spouse-support
group maintained an improving trend over the two-year
period following the initial treatment. Participants in
the non-spouse group did not maintain such consistent
improvement
.
A growing area of research is concerned with the
relations between social support, mental and physical
stress, and illness (see review by Taylor, 1990).
Although the literature base in this area, as in the
broader area of health psychology, is much too large to
2;»0view here, two outcomes relative to planning social
support interventions are important to note. One concerns
the need to consider different types of social support.
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such as emotional supporti information and advice,
tangible assistance, and appraisal support" (Taylor,
1990, p.45), for different types of events. The other
concerns the influence of individual difference variables
such as skills for making effective use of peer support
in planning and evaluating social support interventions
( Dunkel-Schetter
,
Folkman, & Lazarus, 1987).
A recent study of peer counseling among elderly
nursing home residents exemplifies the importance of
considering both social support and individual
differences (Scharlach, 1988). Elderly residents of a
nursing home were trained to use basic counseling skills
to provide two needed forms of assistance, emotional
support and practical information, to new residents. In
general, new residents and peer counselors alike showed
observable improvements in various aspects of social
competence. However, some peer counselors were found to
be so socially impaired that they could not complete the
counselor training. Thus, assessing the type of social
support needed and the actual abilities of peers to
assume a helping role was critical.
Research involving peers and family as social
supports in clinical treatment has elucidated the
importance of carefully assessing contingencies affecting
the problem to be treated and the social context(s) in
which it exists. The need for such assessment clearly
generalizes to non-clinical areas (e.g., training) and.
15
should lead to more parsimonious
interventions with greater external validity.
Clearly, the nature of peer training, management,
and social support, whether with direct care staff in
human service settings, line workers in industrial
plants, or individuals attempting to overcome clinical
problems, is complex and exciting. What can be gleaned
from the findings reviewed above, when applied
specifically to the area of behavioral staff training and
management, is that peer-mediated procedures investigated
in the future should be: (1) based on a careful needs
analysis; (2) chosen from among empirically validated
behavior management procedures (e.g., performance
feedback); (3) taught directly and thoroughly to subjects
who appear capable of acquiring the necessary skills; (3)
monitored repeatedly to assess the content and effects of
peer communications; and (4) managed via consequences to
ensure the continued application and integrity of the
intervention
.
Other areas of organizational psychology also have
been concerned with peer influences, although mostly from
a theoretical perspective. Still, much of this work, to
be described next, can be conceptualized from a behavior
analytic perspective and offers further support for
pursuing empirical work on peer management.
16
General Organizati onal Theory and Research
Organizational behavior analysts have recently
become interested in consuming and evaluating findings
from areas of organizational psychology other than their
own. For example, Judith Komaki (1986) reviewed
reciprocal influences on the fields of organizational
behavior (OB) and applied behavior analysis (ABA) and
potentially fruitful avenues for collaborative
research. In addition, researchers in organizational
training and development have recently recommended a more
eclectic approach to studying issues relating
specifically to transfer and maintenance of training
(Baldwin & Ford, 1988; Noe, 1986; Newstrom, 1986). The
following section reviews briefly theoretical and
empirical support for peer involvement, first from the
organizational social psychology literature, and then
from the general organizational training literature.
Social Psychological Variables ; Group Cohesiveness
.
Group Norms . and Participation in Decision-making
Peer influences have long been of interest to social
psychologists concerned with the dynamics of small group
behavior (Steiner, 1972; Shaw, 1981). Two variables which
have received much attention are group cohesiveness and
group norms. High levels of group cohesiveness (where
members are attracted to each other and strive to
maintain their group membership) have been correlated
with reduced variance in group productivity. That is.
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cohesive groups more readily promote conformity among
members, to either limit, maintain, or increase their
output, either in accordance with or against
organizational expectations (Shaw, 1981). That decision
is thought to depend on the performance norms (informal
standards governing performance) held by the group
(Goodman, Ravlin, & Schminke, 1987). Theoretically
speaking, conformity with group performance norms will be
reinforced by its members; non-conformity (e.g., engaging
in performance which is either too high or too low) will
be extinguished or punished.
While historically the study of norms has been
primarily theoretical, efforts recently have been made to
spark careful empirical research (Goodman et al., 1987).
For now at least, it appears important to consider that
training efforts and post-training performance
expectations (e.g., standards) extended by an
organization may be supported or resisted by members of a
work group through a process of instructional control
established through peer-mediated reinforcement and
punishment. An instance is communication of performance
norms. Indeed, a complete behavioral systems analysis, if
possible, given the subtle and possibly covert nature of
norms, could find such naturally-occurring peer
contingencies to be influential.
Another area germane to this study, and one in which
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a greater amount of empirical research exists, is that of
participative decision-making ( PDM ) , An extensive body of
empirical research in the area was reviewed by Locke and
Schweiger (1979) who concluded that PDM had a positive
effect on satisfaction, but not on productivity. One
major drawback of this review was that many different
types of PDM were aggregated, a step which may have
obscured positive results associated with specific forms.
More recently. Cotton et al
.
(1988) reviewed this
literature, categorizing studies by the form of PDM, and
found that different forms indeed were associated with
different outcomes. One form - participation in work
decisions (e.g., where workers have a formal, direct, and
long-term role in determining how work is organized, what
is done, how work is allocated, etc.) - was found to have
a positive effect on productivity in 11 of the 15
studies. This form is particularly important to consider
in the context of staff training because it suggests an
active, continuous role for co-workers which may result
in durable behavior change.
Organizational behavior analysts have recently used
the phrase "participative management" to describe the
package of self-management interventions they employ
(Burgio et al
. ,
1983; Dyer, Schwartz, & Luce, 1984).
These procedural packages extended full or partial
responsibility for managing work efforts to individual
employees. As has been suggested, participative
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management could refer more broadly to management
responsibilities dispersed collectively among peers and
could be formalized and tested empirically as a
procedureal package designed to support generalization
and maintenance of the effects of training (Fleming,
1989)
.
Organizational Transfer of Training Literature
Several organizational researchers advocate an
eclectic approach to addressing problems associated with
transfer and maintenance of training. The role of co-
workers has been a common theme. For example, Baldwin and
Ford (1988) suggested that organizational researchers
look to the clinical behavioral literature on relapse
prevention (Marlatt & Gordon, 1980) for ideas. Recent
research has evaluated sets of relapse prevention
procedures designed to promote maintenance of training
(Marx, 1982; Wexley & Baldwin, 1986; Marx &. Karren,
1988). Baldwin and Ford (1988) also proposed the
investigation of a "buddy system" in organizational
training
.
Newstrom (1986) listed ninety-five propositions for
promoting transfer and maintenance of organizational
training. Several of these involved forms of
participative management by peers. For example, he
proposed that trainees be encouraged to: (1) contribute
information into a pre-training needs analysis, (2)
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collaborate in setting post-training goals, and (3) take
an active role in managing transfer (e.g,, through
involvement with a peer trainee and/or in a peer support
group) following training.
Noe (1986) also identified the importance of peer
"support" (in addition to support from supervisors) to
promote transfer and maintenance of training. Support, in
this case, referred primarily to the delivery of positive
feedback
.
In sum, there is support in the organizational
social psychology literature and in the literature on
organizational training for research which better
describes the social contexts represented by small work
groups and evaluates the role of co-workers as reciprocal
managers in the process of mediating transfer and
maintenance of training.
Purpose
Conceptual analyses and promising research findings
from several areas in psychology support the need for
more research on the involvement of co-workers as
managers of their own performance following training.
Research into these areas would advance our knowledge of
the effectiveness of peer-mediated interventions, the
functional mechanisms responsible for the effects
achieved, and the external validity (e.g., practicality)
of peer interventions. Theoretically, a peer-mediated
management system that includes the critical components
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discussed earlier should produce increases in and
maintenance of specific work performances following
training by activating reinforcers embedded in the social
context of the work environment. Positive findings would
have practical implications for any organization which
generalization and maintenance of staff training is a
matter of concern. Organizations that employ
paraprofessional staff to teach and care for
developmentally disabled individuals typically have
crucial needs in this area.
The specific experimental question posed in this
study was: What are the effects of a package consisting
of inservice training plus a peer management program on
the instructional interactions of paraprofessional staff
who work with mentally retarded adults?
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CHAPTER II
METHOD
Subjects and Settings
Six special education instructors working in the day
services division of a large state residential facility
for mentally retarded adults participated in the study.
Their position, titled State School Instructor, is at
entry level and does not require a bachelors degree or
state teaching certificate. Instructors participated as
three pairs, or dyads, which remained intact for the
duration of the study. Two pairs (Dyads 1 and 2) worked
in different sections at one program site (hereafter
referred to as Site 1); the third (Dyad 3 ) at a second
site (hereafter referred to as Site 2).
In an initial meeting of instructors and supervisors
from each site, the experimenter asked instructors to
volunteer to participate in a program in which they would
receive training to: (1) help them become more effective
at meeting the educational and behavioral needs of their
clients and; (2) provide them with a semi-structured
experience in which they would learn and practice a set
of staff management skills intended to help them improve
upon and support one another’s teaching performance.
When asked if there were any logical pairings,
subjects in Dyads 1 an 2 immediately identified one
another based on the proximity of their work areas.
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existing supportive relationships, and common break
schedules of their clients. Dyad 3 already existed as a
work group, with both subjects teaching adjacent to one
another
.
All subjects were given, and read along with the
experimenter, an informed consent form comprised of a
general description of the phases and content of the
study, estimated time-lines, and a statement stipulating
freedom to withdraw at any time (Appendix A). Consent
from clients (or their parents or legal guardians) to
video tape them was not required, according to the
facility’s policy, under the condition that tapes would
not be viewed by anyone other than experimental
personnel
.
The subjects varied considerably in their background
experiences and training as well as in their baseline
levels of fluency with behavioral teaching skills. Table
1 presents an overview of relevant characteristics of
each subject, including gender, age, academic background,
work experience in developmental disabilities, and
relevant previous training.
The two sites were selected on the basis of three
general criteriai (1) shared administrative and
supervisory expectations that staff provide high rates of
teaching interactions with students to shape new skills,
build and maintain high rates of on-task behavior.
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decrease interfering behaviors, and foster independence;
(2) roughly similar client capabilities and task-related
instructional objectives; and (3) site supervisors’
expressed interest and commitment to long-term support
for the study.
Site 1 was a pre-vocat ional workshop occupying two
large rooms in the basement of a large building. The two
subjects in Dyad 1 worked in one room; subjects in Dyad 2
the other. Each room was subdivided by six-foot
partitions and shelves into work areas of approximately
fifteen by fifteen feet, with three, six-foot tables in
each. Each subject worked in one of these areas with
approximately four clients, with group size varying from
day to day. Clients are engaged with a variety of
simulated and non-paid work tasks, including two to three
piece assemblies and simple sorting.
Clients in this workshop fell within the severe to
profound range of mental retardation. Among the sixteen
clients, one is blind, one is non-ambulatory, three have
ambulation problems, four exhibit aggression, four
exhibit self-injurious behavior, one is diagnosed as
manic-depressive, one exhibits uncontrollable tics and
yelling associated with Gilles de Tourette syndrome.
Site 2 was a vocational workshop located in a
gymnas iura- s i zed room. Seven instructors, including the
two subjects in Dyad 3, supervised clients who processed
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mainly contract work involving two to four piece
assemblies and sorting. All clients were paid bi-weekly
on a piece-rate basis. During the study, each subject in
Dyad 3 had six clients, each of whom were seated at a
table eighteen feet in length. Clients functioned in the
moderate to severe range of mental retardation. Among the
twelve clients, one is hearing-impaired, one has severe
ambulation difficulties, three are non-ambulatory, and
four exhibit aggression toward others.
Similar teaching challenges existed at both sites,
with the exception of Sarah’s group in Site 2. Whereas
her clients appeared to need frequent social
reinforcement to stay on task, they required very little
direct teaching of skills. One important structural
difference was that at Site 1 the subjects often changed
the composition of their groups of clients. Thus,
subjects in Dyads 1 and 2 frequently worked with
different clients from one day to the next.
Research Assistants
Selection and Activities
Two female research assistants, employed in
succession as full time (35 hours) interns to the
Psychology Department at the host facility, conducted
filming and scored video tapes. They were paid seven
dollars per hour and devoted approximately 15 to 20 of
their scheduled weekly hours to the study. Their
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remaining hours were spent in clinical service to the
Psychology Department.
The first assistant, hired at the onset of the
study, recently had been awarded a bachelors degree in
psychology from a local college and was preparing to
pursue graduate study in clinical psychology. After
reading assigned materials describing basic behavioral
teaching methods, she assisted with refinements of the
response definitions and the scoring criteria. Aside from
being told that the project was a study about training
instructors, she was not informed about the experimental
question, the planned procedures, or when phase changes
occurred
.
The second assistant, hired approximately half-way
through the study when the first assistant started a new
job, was the experimenter’s wife. She had a masters
degree in sociology and had had extensive direct care,
supervisory, legal, and administrative experience in the
field of mental retardation. More importantly, she was
knowledgeable of the experimenter’s work in the area of
staff training, including details of his original
research proposal for the current study. At the time she
began her role as research assistant, she had seen data
for Dyad 1 running through the peer management phase and
for Dyad 2 through the inservice phase. However, she was
unaware of any plans for a fading phase and, thereafter.
28
was kept blind to all phase changes. To further ensure
accurate, unbiased scoring of tapes, the first research
assistant was retained for an average of two hours per
week to rescore a randomly selected sample of tapes.
Observer Training
Research assistants were trained by the experimenter
to discriminate correct from incorrect occurences of each
dependent measure and to record data reliably on the
assigned form. Training was accomplished with the first
assistant by scoring practice tapes (not used for data
purposes) of Dyads 1 and 2 made by the experimenter
before the study commenced. These tapes depicted a range
of actual classroom interactions. Training was conducted
until the assistant achieved interobserver agreement
scores of at least 85% (Barton & Ascione, 1984) for three
consecutive viewings. The second assistant was trained in
a similar manner, but using actual tapes filmed and
scored previously by the first assistant. The
experimenter trained the first assistant, primarily in
the experimental setting, to operate the video equipment.
Aside from a brief demonstration by the experimenter in
his office, the first assistant trained her successor in
the experimental setting.
Materials
Materials included a video camera (Panasonic Model
AG-100), video tapes, a wireless microphone (Realistic
29
Modsl 32~1226) | a vidao monitoTi a cassette tape
recorder/player (Panasonic Model RQ-356), personal
notebooks for each instructor, and various written
instructional materials and forms to be described later.
Spec ification of Dependent Measures
Whereas the primary goal was to select internally
and externally valid and reliable measures which would be
sensitive to manipulations of the independent variables,
a secondary goal was to develop a system usable as one
component of a quality assurance measurement system
currently under development at the facility. To
facilitate the latter goal, the experimenter and his
academic advisor met with and obtained input from the
Director of Day Services prior to finalizing the response
categories. Consequently, three response categories were
selected to measure instructional interactions initiated
by the subjects. They were: complete teaching episode
(CT), incomplete teaching episode (IT), and contingent
reward ( CR )
.
A complete teaching episode was defined as the
subject performing an instructional sequence consisting
of prompting to a level necessary to produce one or more
complete response( s
)
by the client and then providing
contingent reward within three seconds following the
client’s correct response (or last response in the
series). All three events — prompt-response ( s ) -reward
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had to be present in the interaction.
Examples of prompting within a complete teaching
episode included: (1) making short task- or materials-
related verbal statements or requests (e.g., "Try again",
Pick up", "Can you do another one?"); (2) providing full
verbal instruction, including an action verb and an
object upon which to act (e.g., "Screw the two pieces
together", "Put the letter in the envelope"); (3)
gesturing toward (e.g., pointing) or demonstrating the
task to be performed while the client watches; (4)
applying a brief physical stimulus (e.g., moving a
client’s hand toward or tapping a client’s elbow in the
direction of the materials); or (5) giving full, hand-
over-hand physical assistance to ensure that a client
performs a task.
An incomplete teaching episode was defined as the
subject performing a partial instructional sequence,
either failing to progress to the appropriate prompt
level needed and thereby interfering with the client’s
accomplishing the response, or omitting or waiting more
than three seconds to give the reward following a
response or series of responses.
Contingent reward was defined as the subject
presenting a positive verbal statement (praise or task-
related positive feedback), giving a pat or a hug,
delivering a tangible or edible item, or providing any
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combination of those actions contingent upon a client’s
active engagement with task-related materials or upon
completion of a task-related response (e.g., finishing an
assembly, sorting a piece correctly, signing that a unit
of work was completed, etc.)
Direct care activities (e.g., toileting, changing
soiled clothes) or any other response that required a
subject to temporarily leave her or his group (e.g.,
escorting clients who had left the program area, or
managing a client who was being highly disruptive), were
neither measured nor filmed (see below). Also, subject’s
efforts to teach communication skills (e.g., prompting a
client to sign "toilet" ) were not recorded unless they
were task-related (e.g., prompting a client to sign that
she had finished her work).
Measures of engagement with task-related materials
were taken for clients at Site 1. Engagement was defined
as clients actively manipulating task-related materials
or communicating about their work either orally or by
signing. At Site 2, clients’ rates of production of a
paid piece-work task — stuffing boxes with tubes of glue
and spare caps -- was measured. This task was selected
because it was supplied more consistently than others by
the workshop’s vending agency and because all clients
could perform it, albeit at varying rates. Subjects
recorded these measures daily and reported them biweekly
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so that students could be paid.
Observation System
Recording Method
Each subject was videotaped daily unless now work
was scheduled due to holidays, snow days, etc. for five
minutes within the same one-half hour period. Due to
unforseen circumstances such as client disruption,
equipment failure, lack of contract work (Dyad 3), or
illness of a subject, filming was occasionally cancelled
(54 times, or 15% of scheduled observations). Pairs of
subjects were filmed in succession throughout the study,
but the person filmed first varied on any given occasion
depending on whose group appeared to be most stable at
the moment (i.e., experiencing no prominent interfering
behaviors such as severe tantrumming, self-injury, etc.).
This guideline increased the likelihood of obtaining an
uninterrupted sample.
Just prior to filming, the research assistant handed
the subject a clip-on wireless microphone. If the subject
had to leave her group temporarily, the assistant
interrupted filming by activating the "pause" switch on
the camera, resuming when the subject returned to the
group. Thus, periods when the subject had no opportunity
to perform teaching were excluded. However, filming did
continue through many periods during which clients may
have been disruptive (e.g., yelling, throwing materials.
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hitting another client or the subject, etc.) but did not
require prolonged one-to-one intervention.
Scoring Procedure .
Video tapes were scored in a small quiet room
equipped with a video monitor, two chairs, an audio
cassette player/recorder, and scoring forms, at the host
facility or in the experimenter’s home. All tapes were
scored by research assistants whose results were used as
the primary data. Periodically, the experimenter
conducted independent interobserver agreement (lOA)
checks, either simultaneously with the assistant or by
viewing and scoring tapes at a later time.
Recording of subjects* performance was done on a
standardized form (Appendix B) by scoring actual
frequencies of each of the three responses within the 20
second intervals contained in the five minute sample (15
intervals). A prerecorded audiotape signalled when to
begin observing and when to record for each interval. The
scorer synchronized the "begin” signal on the tape with
the first clearly audible statement made by the subject
on the film. The scorer wrote this statement on the
bottom of the recording form (e.g., "Nice working Tim."
Begin) so interobserver agreement checks could be made at
any later date.
Although most tape samples could be scored
accurately by viewing them twice, more complex samples
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required up to four viewings. Each viewing required time
to rewind and re-synchronize the video and audio tapes.
Thus, scoring times varied, ranging from approximately 10
to 35 minutes.
Using a second standardized recording form (Appendix
C), recording of engagement of students at Site 1 (Dyads
1 and 2) was conducted by rescoring these same tapes
using a ten-second, partial interval scoring system. A
prerecorded audiotape signalled the scorer to observe for
ten seconds and then to record for five. The audio and
video tapes were synchronized as described above.
For each of the 20 intervals on the five-minute
tape, engagement of clients who received prompting from
one of the subjects was scored in one column on the form;
engagement of clients who received no prompting was
scored in a second column. The total number of clients
appearing on tape during each interval was marked in a
third column. Two measures were then calculated. First,
the number of clients marked as engaged in the first two
columns was summed (for all intervals) and then divided
by the total number recorded in the third column,
yielding the percentage of all clients who were engaged
during the sample. Second, the number of clients scored
as engaged in the second column was totalled and divided
by the total number recorded in the third column,
yielding the percentage of those clients who were engaged
35
even when no direct prompting was being delivered.
Scoring times ranged from 10 to 20 minutes.
Interobserver Agreement
Interobserver agreement checks were conducted by the
experimenter, or in some cases by the first research
assistant, for 78 (25.7%) of the 303 observations.
Complete lOA data are presented in Tables 2 and 3. The
potential for observer drift was controlled by conducting
regular lOA checks and by informing research assistants
that the experimenter might rescore a tape at any point,
as he did on several occasions.
In general, the observation system proved to be
highly reliable. With few exceptions, overall and non-
occurrence lOA scores (Table 3) met or exceeded 80%. Low
occurrence lOA scores for incomplete teaching (Table 3)
were due to: (1) the low frequency of incomplete
teaching by some subjects, resulting in very low lOA
scores whenever the observers disagreed, or (2) continued
disagreement between observers on whether three seconds
had lapsed between a client’s completion of a task step
and the subject’s delivery of contingent reward.
Occurrence lOA for complete teaching and contingent
reward was somewhat lower (range 71.6-76.4) than 80% for
subjects in Dyad 1. This resulted from the requirement
that frequencies recorded by the observers during each 20
second interval had to match exactly for an occurrence
36
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agreement to be counted. Subjects in Dyad 1 exhibited
such high rates of contingent reward and complete
teaching during most sessions that some occurrences were
probably either missed or scored incorrectly.
Procedures
Baseline (Phase A1
)
Subjects were filmed once daily, using the procedure
described above, until the dependent measures stabilized
(i.e., before ending a phase, the final three data points
contained no new high scores).
Inservice Training (Phase B)
Training was conducted in two, one-hour workshops
held off the job. The first was devoted to contingent
reward; the second to complete teaching. There was also
one, one-hour practice session held on the job with the
subjects* clients. The experimenter taught each pair of
subjects first to identify complete teaching, incomplete
teaching, and contingent reward interactions and then to
plan and actually perform complete teaching and
contingent reward correctly on the job with their
clients
.
Didactic training included a rationale, definitions,
and guidelines for frequently and correctly using
complete teaching and contingent reward and for
minimizing incomplete teaching. The experimenter provided
written (Appendix D) and oral instructions and had
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subjects generate lists of behaviors to reward, preferred
rewards, and prompting sequences that they knew or
suspected would be effective with each of their clients.
Individualized on-the-job training consisted of a
sequence of: (1) modeling by the experimenter of correct
teaching interactions, (2) practice by the subject with
coaching and feedback from the experimenter, and (3)
formal written feedback from the experimenter. This
training continued until subjects demonstrated their
teaching skills during at least eight contingent reward
interactions across clients in the group during a five-
minute period, and at least two complete teaching
interactions with each client in the group within another
five-minute period.
After training, the subjects were congratulated and
asked to "use the two skills we covered - contingent
reward and complete teaching interactions - correctly and
as frequently and consistently as you can". Regular
filming continued throughout this phase, as in baseline,
while training was conducted at different times.
Baseline (Phase A2
)
Filmed observations continued as in the first
baseline phase described above.
Training of Subjects in Peer Management (Phase Cl)
The experimenter taught the pairs of subjects to
perform four basic skills: ( 1 ) to provide performance
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feedback, (2) to observe and record behavior, (3) to
graph, and (4) to set goals. Instruction was spread over
one week and consisted of: (1) two, sixty minute
workshops, the first on performance feedback and
observing and recording, the second on goal-setting and
graphing; (2) one, sixty minute session in which subjects
practiced and perfected, with the experimenter’s
guidance, observing and recording of one anothers’
performance on the job; and (3) one, thirty minute
session in which the experimenter monitored a performance
review/goal-setting session that each pair later would
conduct once a week.
During training, the experimenter presented written
materials which gave a rationale, description, and set of
guidelines for the effective use of both performance
feedback and goal-setting (Appendix E). Guidelines were
selected from several sources (Prue & Fairbank, 1981;
Daniels & Rosen, 1986; Fellner & Sulzer-Azarof f , 1984).
The experimenter also provided written instructions on
how to observe, record, and graph accurately, plus a non-
technical article (Michaelsen & Schultheiss, 1988)
describing the effective use of performance feedback. The
specific process used for presenting each training
component is detailed below.
Training in Performance Feedback . The experimenter
read through the written materials with the subjects and
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then asked each to Kcnerate and road aloud at least three
feedback statements doscrlblnn any exemplary aspects of
thoir partner’s toachinK performance they had observed
recently. The subjects then were asked to evaluate their
own feedback statments aKainst a list of criteria for
effective feedback and restate their statements if
necessary. The experimenter «ave suKKestions and positive
comments as merited. A method for subjects to observe and
record one anothers’ use of complete teachinx ^nd
continxent reward on the Job also was reviewed and an in
vivo practice session (described below) was scheduled for
later in the week.
Traininx in Qoal-Se ttinx . Followinx a review of
written materials, the experimenter provided subjects
with a sample xraph to demonstrate how to use a basic
time series xraph to plot performance and set xoals.
Followinx this, he distributed personalized xraphs for
subjects to plot their own teachinx performance weekly.
Four baseline data points were depicted on each xraph,
each point representinx a weekly averaxe (derived from
the experimenter’s data) of that subject’s use of
complete teachinx and continxent reward (combined) from
the previous four weeks. Whereas the experimenter
presented these collapsed data to subjects, he never
showed them his own (official) xraphs or data summaries,
nor did he deliver any feedback of this sort axain.
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Traininf^ iji Observing and Recording
. An in vivo
observation and feedback session was held in which the
experimenter taught subjects to count and record one
anothers* teaching performance using a form entitled the
Observation and Feedback Form (Appendix F). As subjects
watched one another teach their groups, the experimenter
taught them to: (1) label occurrences of complete
teaching and contingent reward until they could do so
accurately, (2) demonstrate correct operation of a stop-
watch (to use later to time their own five minute
observations), (3) count and record occurrences of
complete teaching and contingent reward accurately (as
compared against the experimenter’s simultaneous count)
while timing a five-minute observation, and (4) write at
least two feedback statements and one constructive
suggestion on the form following the guidelines
previously taught.
Finally, a review session was held in which the
experimenter guided the pairs of subjects to summarize
their feedback for the week, complete and review their
graphs, and set a goal for the coming week. At the end of
this session, the experimenter reminded the subjects that
beginning with the following week, his only role would be
to collect and review their completed forms and to
provide written feedback on their use of peer management
skills. He no longer would comment on their teaching
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performance. They alone would be responsible for
providing feedback to one another on the quality of their
teaching
.
Peer Management (Phase C2
)
Subjects * Role . During each succeeding week, the
subjects implemented the peer management procedures.
Using a stop watch, they observed one another twice
weekly (a total of four observations) for five minute
sessions. They counted and recorded the number of
complete teaching and contingent reward interactions
observed and then wrote at least two feedback statements
and one suggestion on the Observation and Feedback Form.
At the end of the week, they held a fifteen minute
meeting in which they gave additional feedback and
suggestions (or summarized feedback and suggestions from
earlier in the week), plotted one data point each (the
average of the two totals recorded by their peer during
the weekly observations) on their graphs, wrote their
plans for improvement for the following week, and set a
new goal for that same period.
Experimenter * s role . To ensure that they implemented
the peer management procedures correctly, the
experimenter visited the work site and collected the
subjects’ completed forms at the end of each week. He
reviewed these materials and sent them written feedback
on the morning of the next working day. This feedback was
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carefully constructed to avoid any comments which might
influence the subjects’ subsequent teaching performance.
That is, comments were limited to those that would affect
only the subjects’ correct and consistent use of
feedback, suggestions, and goal-setting. Representative
examples included: "Your feedback to Sarah was positive,
constructive, and specific. For example, you commented on
the quality of specific teaching interactions with
several clients." "Your selection of a goal follows the
criteria we discussed for effective goal-setting, being
challenging but within your reach." "It’s nice to see
that your suggestions are constructive and based on
careful observations of Janet’s teaching interactions."
No supplemental feedback from external sources on
teaching performance was known to have occurred. Measures
for controlling this included detailing the project in
private with the subjects’ supervisors at its onset and
again at the start of the peer management phase and
stating the importance of their giving the subjects no
more feedback than usual on complete teaching and
contingent reward interactions.
Instructions to Fade Peer Management (Phase C3
)
The experimenter met briefly with each pair of
subjects and instructed them to make the following
procedural changes for a two week period: (1) conduct
only one observation per week, (2) make fewer feedback
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statements (but at least one) and make suggestions only
when necessary on each of the forms, and (3) shorten end-
of”the week meetings. He instructed them to continue to
set goals and maintain their graphs during this period.
In addition, he withdrew his feedback on their use of
feedback and goal-setting.
Follow-up Measurement (Phase A3)
One follow-up observation was made after one month
and three consecutive observations after two months. The
experimenter contacted subjects a day or two prior to
making these observations to reconfirm their permission.
Satisfaction Survey
Following termination of the fading phase, a Likert-
type survey was distributed to all subjects to assess
their perceived satisfaction with the interventions
presented in the study. This survey, titled the
Instructor Training Project Questionnaire, is included as
Appendix G.
Experimental Design
The experimental design consisted of nonconcurrent
replications (Harris & Jenson, 1985) of an A1-B-A2-C1-C2-
C3-A3 sequence across three dyads where:
A1 = Baseline
B = Inservice Training
A2 = Baseline
Cl = Peer Management Training
46
C2 = Peer Management
C3 = Instructions to Fade Peer
Management
A3 = Follow-up Measurement
Baseline lengths i ranging from two to four weeks (6
to 16 observations) across pairs, were extended long
enough to assess possible effects due simply to
maturation (Cook & Campbell, 1979). In terms of
potentially influential historical events, all
subjects agreed to be and were excluded from all
inservice training offered by the host facility that was
on or related to behavior modification. The pre-
established training scripts and peer management forms
employed in the study, combined with the experimenter’s
structured weekly feedback on the subjects* peer
management process helped to control for instrumentation
threats (Cook & Campbell, 1979) by preventing drift in
the way the independent variables were presented across
pairs and over time.
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CHAPTER III
RESULTS
This study was conducted to determine the effects of
inservice training and, subsequently, peer management on
the rate and durability of high-quality teaching
interactions among the subjects. Measures also were taken
of the changes in the performance of the clients as a
function of changes in the subjects’ teaching, and to
evaluate the subjects’ satisfaction with the
interventions
.
The results are presented in five sections, two
reporting different aspects of the subjects’ performance,
two reporting the performance of the clients, and one
reporting subjects’ satisfaction ratings. In section one,
rates of complete teaching and contingent reward combined
(hereafter referred to as "overall teaching" are
presented for each individual and pair of subjects across
sessions and phases, a sensitive index for assessing
overall quality of teaching. This quality measure serves
as the key measure for evaluating the effects of the
independent variables.
In section two, rates of complete teaching,
incomplete teaching, and contingent reward are presented
separately for each subject to display changes in the
composition of each subject’s instructional interactions
across phases. Analyzing these data enables a more fine-
48
grained interpretation of changes in the quality of the
subjects’ teaching as a function of the interventions.
Data on benefit to clients provide information
relevant to the validity of the changes in instructional
methods. Sections three and four report changes in
clients* performance across phases of the study. Section
three presents engagement data for clients taught by
subjects in Dyads 1 and 2, as time spent actively engaged
in appropriate activities may, in turn, influence skill
acquisition and reinforcement, and rates of maladaptive
behaviors
.
Section four reports weekly productivity rates for
clients of subjects in Dyad 3. These individuals received
monetary compensation for the work they performed. Thus,
increased productivity for them resulted in a larger
paycheck. Aside from serving as a valid index of client
achievement, this measure allows important inferences to
be made regarding generalization of changes in the
subjects’ teaching. If measurable increases in these
clients’ rates of productivity coincided with increases
in the subjects’ rates of overall teaching, it would
suggest strongly that improved performance among those
subjects had extended beyond the observation sessions.
Finally, because the external validity of any staff
training and management intervention depends heavily on
its acceptability to its recipients (e.g., Burgio et al .
,
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1983, Greene et al
. , 1978), the subjects’ subjective
evaluations of the interventions were assessed and are
reported, as measured by the Instructor Training Project
Questionnaire, in section five.
Overall Teaching
Figures 1, 2, and 3 present the subjects’ rates of
overall teaching interactions per session across the
experimental phases. To determine whether subjects’
performance on this and all other measures had increased
or decreased substantially across phases, the
experimenter visually inspected the graphs, observing for
between-phase changes in mean levels with a
correspondingly low number of overlapping data points.
Means for each subject during each phase are reported in
Table 4.
Figures 1, 2, and 3 indicate that subjects’ rates of
responding were reasonably stable by the end of the first
baseline (Phase Al )
,
providing a clear backdrop against
which to assess the effects of the subsequent
interventions. The only exception was a slight increasing
trend for Janet (Dyad 1).
Measures taken during the week of inservice training
(Phase B) reveal a substantial though transient increase
only for Donna. Upon return to baseline (Phase A2
)
following inservice training, Janet and Fred’s
performance increased substantially and endured
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Figure 1. Frequency of overall teaching interactions by
Donna and Janet (Dyad 1).
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Figure 2. Frequency of overall teaching interactions by
Barbara and Marcia (Dyad 2).
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Figure 3. Frequency of overall teaching interactions by
Sarah and Fred ( Dyad 3 )
.
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Table 4. Means of subjects’ rates of complete
teaching and contingent reward combined (CT + CR)
>
complete teaching (CT)
,
incomplete teaching (IT),
and contingent reward (CR) for all phases.
Phase
Subject Response '^1 B ^2 Cl C2 C3 A3
Donna CT + CR 14.4 26.0 11.4 23.2 23.1 26.5 20.0
CT 7.4 15.3 5.3 13.2 14.4 12.0 9.0
IT 1.9 1.7 2.4 1.2 2.4 2.0 1.5
CR 7.0 10.6 6.1 10.0 8.8 14.5 11.0
Janet CT + CR 14.4 16.0 23.8 24.0 18.9 19.0 19.7
CT 5.5 6.6 10.1 5.5 8.2 10.7 8.0
IT 6.1 3.0 3.8 2.3 2.9 2.0 1.7
CR 9.0 9.3 13.6 18.5 10.7 8.3 11.7
Barbara CT + CR 6.5 7.7 9.1 10.7 14.7 13.5 18.7
CT 4.3 3.7 5.1 5.3 5.5 7.3 13.3
IT 4.0 2.0 6.0 5.0 4.9 4.5 3.3
CR 2.2 4.0 4.1 5.3 9.3 6.3 5.3
Marcia CT + CR 11.2 11.3 8.6 20.5 15.2 16.5 12.0
CT 5.1 6.3 4.0 8.5 8.3 4.3 6.3
IT 2.5 4.3 6.7 3.5 5.5 2.3 4.3
CR 6.0 5.0 4.7 12.0 6.9 12.3 5.7
Sarah CT + CR 2.4 3.0 3.4 11.0 8.2 9.5 9.7
CT 0.8 0.7 0.9 1.7 1.4 0.8 4.3
IT 1.8 2.0 1.4 0.7 0.7 0.8 0.7
CR 1.6 2.3 2.5 9.3 6.8 8.6 5.3
Fred CT + CR 6.9 4.5 10.7 11.7 13.9
9.8 17.7
CT 2.0 0.8 3.9 3.3 3.7
3.0 6.3
IT 2.8 5.0 2.2 3.0 2.1
1.0 1.0
CR 4.9 3.8 6.8 8.3 10.2
6.8 12.3
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throughout the phase. Barbara’s performance also
increased during this phase but was highly variable and
eventually stabilized at a level only slightly higher
than in Phase A1
.
Training in peer management (Phase Cl) was
accompanied by clear increases in Donna and Sarah’s
performance, while Marcia’s rate increased for one
session only. Janet’s performance remained at
approximately the same level as during Phase A2
.
During the peer management phase (Phase C2 )
,
Donna,
Marcia, and Sarah’s rates of performance showed distinct
and durable increases, while Janet’s dropped from the
previous phase, but still maintained at a higher level (X
= 18.9) than in Phase A1 (X = 14.4). Barbara’s
performance increased at first but then diminished (see
sessions 77 to 84), yet still maintained at a higher
level than during the previous phases. Although variable,
the mean level of Fred’s performance during this phase (X
= 13.9) increased relative to Phase A2 (X = 10.7). All
subjects maintained approximately these same levels
during the fading phase (Phase C3 )
,
with the exception of
Fred, whose performance diminished slightly (X = 9.8).
Follow-up measures were taken at one and two months
for all subjects. Means reported in Table 4 under the
Phase A3 column are for the three observations made at
two months only. Donna and Janet’s performance during
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Phase A3 generally remained within the same range as
during the C phases. Barbara’s performance increased (X =
18.7) relative to Phase C2 (X = 14.7), and Marcia’s
performance decreased (X = 12.0) relative to Phase C2 (X
= 15.2). Sarah’s performance during Phase A3 (X = 9.7)
maintained relative to Phase C3 (X = 9.5), while Fred’s
increased (X = 17.7) relative to all previous phases.
Rates of Complete Teaching
.
Incomplete Teaching
.
and Contingent Reward .
Graphs depicting rates of complete teaching,
incomplete teaching, and contingent reward for each
subject across sessions and phases are presented in
Figures 4-9. Means for each response and for each
subject are included in Table 4. These results are
reviewed briefly below, highlighting within-subject
comparisons of responses.
Donna’s levels of complete teaching increased
substantially, while contingent reward did so to lesser
extent during Phases Cl through C3 as contrasted with the
A1 and A2 baseline phases. Her levels of incomplete
teaching remained very low throughout all phases.
Janet’s levels of both complete teaching and
contingent reward increased during Phase A2 . Complete
teaching maintained at roughly these same levels during
Phases C2 and C3 , while contingent reward, after becoming
high though variable during Phase Cl, dropped and
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Figure 4.
teaching
,
Frequency of complete teaching, incomplete
and contingent reward by Donna (Dyad 1).
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Figure 5.
teaching
,
Frequency of complete teaching, incomplete
and contingent reward by Janet (Dyad 1).
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Figure 6. Frequency of complete teaching, incomplete
teaching, and contingent reward by Barbara (Dyad 2).
V
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Figure 7. Frequency of complete teaching, incomplete
teaching, and contingent reward by Marcia (Dyad 2).
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Figure 8.
teaching
,
Frequency of complete teaching, incomplete
and contingent reward by Sarah (Dyad 3).
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Figure 9. Frequency of complete teaching, incomplete
teaching, and contingent reward by Fred (Dyad 3).
V
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maintained at levels only slightly higher than in Phase
Al. Janet’s incomplete teaching decreased over the course
of the study, beginning with Phase B.
Barbara’s levels of complete teaching and contingent
reward both increased slightly from Phase Al to A2
.
Contingent reward increased to a substantially higher
level during Phase C2, remained within this range
throughout Phase C3, decreasing further during Phase A3.
There was a downward trend for complete teaching during
Phase C2; it increased somewhat during Phase C3, and then
increased dramatically during the last three points at
follow-up (Phase A3). Levels- of incomplete teaching
increased from Phase Al to A2 and gradually diminished
thereafter
.
Marcia showed moderate increases in complete
teaching and slight increases in contingent reward during
Phase C2
,
relative to Phases Al and A2 . During Phase C3
,
rates of complete teaching fell, while contingent reward
increased. Both remained approximately at the first
baseline (Phase Al ) levels during Phase A3. Incomplete
teaching increased substantially during Phase A2
,
diminished slightly during Phase C2, and continued to
diminish during Phase C3 , rising slightly during Phase
A3 .
Sarah’s rates of contingent reward increased
dramatically with the onset of peer management training
72
(Phase Cl), remained high and stable throughout Phases C2
and C3, and decreased slightly during Phase A3. Her rates
of complete teaching increased during Phase A3 relative
to all other phase. Other data remained essentially
unchanged throughout.
Fred’s levels of contingent reward increased during
Phases A2 through C2
,
diminished somewhat during Phase
C3, and increased once again during Phase A3. Complete
teaching remained sporadic throughout all phases.
Engagement Rates of Clients in Dyads 1. and 2
Figures 10 and 11 present two measures of group
engagement -- the percentage of all clients engaged
during an observation and the percentage of only those
clients engaged independently (i.e., without prompting
from their instructor) during that same observation.
Probes were made for at least 10% of the observation
sessions during the most crucial phases - A1
,
A2
,
C2
,
C3
,
and A3. Sessions were randomly selected by numbering
slips of paper for all sessions within a phase, tossing
them in a box, and then drawing the appropriate number of
slips
.
The only systematic increases in engagement noted
were for Barabara’s group: Both types of engagement
increased progressively from Phases A2 to C3, dropping
slightly for the one session in Phase A3.
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Figure 10.
engagement
1 ).
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Figure 11. Percentages of total and independent
engagement of clients in Barbara and Marcia’s groups
( Dyad 2 )
.
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Work Productivity of Clients in Dyad 3
Figures 12 and 13 present the rates of productivity
for clients in Site 2 across Phases A1 through C3. Rate
of productivity, expressed as the average hourly number
of work units (pieces) completed per week, was calculated
by taking the total number of work units completed by a
client during the week and dividing it by the number of
hours spent working on that job. Four of Sarah’s clients
(Sam, Anne, Lorraine, and Roberta) increased their
productivity during the C phases, although to varying
degrees. Among Fred’s clients, Earl’s productivity
increased substantially during Phases C2 and C3. Andrew’s
productivity increased during Phase A2 and remained high
throughout the C2 phase. There was an upward trend for
Betty and Mark’s productivity during the end of the C2
phase and into Phase C3, but this fell off during weeks
18 and 19 for Mark and week 18 for Betty.
Consumer Satisfaction .
Table 5 presents the response frequencies and means
for each item on the survey. In sum, the subjects
reported that: (1) inservice training helped them to
improve their skills (X = 4.75); (2) feedback was the
most helpful component of the peer management package (X
= 4.83), with goal-setting (X = 4.17) and graphing (X =
3.83) being less helpful; (3) they all wanted to continue
peer management in some form (All six wanted to continue
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Figure 12. Productivity rates for clients in Sarah’s
group
.
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Figure 13. Productivity rates for clients in Fred’s
group
.
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Table 5. Distribution and group means of subjects’
ratings of consumer satisfaction with inservice training
and peer management as reported on the Instructor
Training Project Questionnaire.
Please circle the choices that best describe how you felt about:
(a) the inservice phase of training, in which the skills of
complete teaching and contingent reward were introduced and you
planned and practiced using them with your clients.
(b) the peer management phase, in which you learned about
and used a system consisting of peer feedback and goal-setting.
(c) using peer management in the future.
All information on this form will be kept confidential.
Please do not sign your name to this form.
1 2 3 4 5
disagree disagree no agree agree
strongly somewhat difference somewhat strongly
1.
I found that the inservice phase of training helped me to
teach and manage my class more skillfully.
( mean =4.75) 1 14
2. I found my job to be more rewarding in the weeks following the
inservice training.
(mean =4.17) 1 3 2
3. I found that during the peer management phase I was able to
teach and manage my class more skillfully.
(mean =4.33) 1 2 3
4. I found my job to be more rewarding during the peer management
phase
.
(mean =4.67) 2 4
5. I found the feedback I received from the peer I worked with
during the project to be helpful.
(mean =4.83) I ^
6. I felt that goal-setting helped me to improve my teaching.
( mean =4.17) 2 1 3
7. Just observing my partner (for the 5 minute observations)
during the project taught me better teaching and classroom
management skills which I then used on the job.
( mean =4.33) ^ ^
8. The graph I kept challenged or motivated me to do better.
(mean = 3.83) 1 I ^
Continued, next page.
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Table 5 (continued).
9.
My working relationship with my peer in the projectduring the peer management phase. improved
(mean =4.17) 5
^
10.
If I were given the time in my job, I would like to continue
some form of peer management.
( mean =4.17) 5 j
If you agreed, what components would you keep and how often would
you use them?
Number of
Subjects
Reporting Component Verbal Report
6 observation and
peer feedback
once a week ( 2 )
How often? twice a week (2)
when need arises
short-term
_
1
_
goal-setting How often? short-term
4
once a month
end-of-week peer How often? every two weeks
feedback once a week
short-term
11.
If you were to be observed and receive feedback on your
performance on a regular basis (e.g., weekly), from whom would
you most like that feedback to come? Rate each source using the
following scale: 1 = most prefer, 2 = acceptable, and 3 = least
prefer. The same rating can be used more than once.
Category Individual Ratings Group Mean
Immediate supervisor 1
,
2
,
2
,
2
,
3
,
3 2.17
Peer 1
,
1
,
1
,
1
.
1,2 1 .17
Combination of peer 1,2,3,3,3,_ 2.40
and supervisor
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observations and feedback, on various schedules, but only
one wanted to continue goal-setting); and (4) peer
feedback was more acceptable than supervisory feedback or
a combination of supervisory and peer feedback.
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CHAPTER IV
DISCUSSION
The results suggest that paraprofessional
instructional staff working with mentally retarded
individuals can effect positive and durable changes in
their rates of teaching by using a carefully designed and
implemented peer management package. Although inservice
training was associated with short-term gains by two
subjects, it was generally found to be ineffective. Thus,
these data support previous conclusions that: (1)
inservice training alone is insufficient to achieve
durable behavior change on the job (e.g., Quilitch, 1978;
Lattimore et al
. , 1984; Harchik et al
. ,
1989), and (2)
on-going management of consequences such as performance
feedback is needed (Whitman et al
. ,
1983; Fleming &
Sulzer-Azarof f , 1989). The results obtained in this study
support benefits of utilizing peers as the managers of
such consequences.
Peer management also was associated with positive
changes in the productivity of nine out of eleven clients
in Site 2, a finding which supports its external validity
(Greene, Willis, Levy, & Bailey, 1978). In the following
pages, various aspects of the study are discussed,
including its methodological strengths and weaknesses,
contributions to the literature, and implications for
future research and practice.
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Methodological Strengths and Limitations
Several features of the design and implementation of
the peer management package were probably critical to its
success. First, the components of the package were
selected on the basis of empirical evidence supporting
their efficacy. Second, the subjects* use of the peer
management package was tightly managed by the
experimenter who monitored their feedback forms and
graphs and, through regular feedback, helped to ensure
that the component procedures were used consistently and
correctly. Several authors have commented on the
importance of demonstrating (e.g., through reliability
checks) the integrity of independent variables in
behavioral research (Peterson, Homer, & Wonderlich, 1982;
Salend, 1984), a practice which is especially critical
when the experimenter does not deliver the intervention.
Whereas such reliability checks were not conducted in
this study, they should be incorporated in future
research
.
An inherent threat to external validity in studies
employing direct observation is that subjects will
respond atypically to the observation procedures (Kazdin,
1982; Barlow & Hersen, 1984). By employing within-subject
designs, in which the responding of individual subjects
is measured repeatedly and subjects serve as their own
controls, a subject’s responding can be demonstrated to
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change as a function of the experimental manipulations,
even if reactivity existed througout the study. Also,
subjects may be more likely to habituate to observational
procedures which are employed repeatedly. Still, unless
covert observations are made, behavioral researchers must
live with the inherent limitations of knowing that some
degree of their subjects* behavior may be reactive.
In addition to employing continuous measurement, two
other steps were taken in this study to minimize
reactivity. First, research assistants were instructed to
conduct observations as xinobtrusively as possible by
setting up the camera in a separate room and minimizing
the noise and movement they made. Second, no observations
were conducted by the experimenter, who, as a provider of
positive feedback during inservice and peer management
training, might have prompted better performance through
his physical presence alone. In sum, it appears that
these combined steps minimized reactivity to the greatest
extent possible, barring the use of covert observations.
Another potential threat to external validity exists
when research subjects perform in a manner they perceive
to be favorable to the experimenter (Argyris, 1968). If
this were the case here, the subjects rates of teaching
should have increased following inservice training when
they were instructed to increase their use of complete
teaching and contingent reward. In fact, increases
88
occurred only for Janet and Fred who, of all the
subjects, expressed most strongly their desire to apply
on the job what they were taught during inservice
training. Thus, their personal goals, rather than a
desire to facilitate the experimenter’s data, probably
accounted for these increases.
One limitation of this study is that generalization
of the subjects* performance outside of the five-minute
sample was not assessed. However, increases in the work
productivity of clients in Fred and Sarah’s groups
occurred concomitantly with increases in those subjects’
rates of teaching. This suggests that their improved
teaching accounted for the clients’ higher productivity
and so most likely generalized to other times of the day.
In future studies of this type, generalization should be
assessed directly, using more frequent observations or
extending the duration of some observations.
One factor that might have obscured the effects of
the peer management intervention is the possibility that
a "ceiling effect" existed, where some subjects were
performing at or near an optimal level during baseline.
Donna and Janet both demonstrated consistently high rates
of teaching during baseline. Donna increased and
maintained her rates of teaching during the peer
management phases. Janet, however, fearful that the
higher rates of teaching she exhibited during the A2 and
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Cl phases might ultimately function to inhibit her
clients’ independence, eventually set goals to reduce her
total interactions during the C2 and C3 phases (see
Figure 1). She adhered to her goals by delaying prompts
and giving praise more intermittently. While Janet’s
adherence to the goal levels she set suggests control
attributable to the peer management process, her efforts
to reduce her teaching resulted in data that visually
obscure the effects of the peer management intervention.
These data highlight the existence of practical
limitations which require consideration when
investigating staff management interventions, especially
where subjects demonstrate high levels of competence
during baseline. Of course, optimal rates of teaching are
best prescribed through on-going assessment of client
outcome and other factors such as physical limitations
and pre-established performance criteria. Staff training
researchers should continue to include sensitive measures
of client improvement and correlate those data with staff
interaction data.
Implications for Staf
f
Training and Management
Whitman et al
.
(1983) clearly distinguished between
the goals and procedures associated with training versus
management of paraprofessional staff. Whereas training is
important initially to ensure staff’s acquisition of
requisite skills, management practices are essential to
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support the long-term applications of those skills. This
appears especially true in training staff to teach
developmentally disabled individuals. With this
population, the most natural reinforcers associated with
client learning often are experienced so infrequently
that staff’s newly acquired skills are extinguished
(Realon, Lewallen, & Wheeler, 1984). The provision of
supplemental external reinforcers is critical (Repp et
al., 1987).
To date, only a few studies have demonstrated the
effectiveness of employing staff indigenous to the
workplace to act as behavior change agents. Most of these
studies have involved worksite supervisors (e.g.. Page et
al
. ,
1982; Ivancic, Reid, Iwata, Faw, & Page, 1981; Fox &
Sulzer-Azarof f , 1989); very few have involved peers (van
den Pol et al
. ,
1983; Egan et al
. ,
1989).
The current findings build upon and extend those of
van den Pol et al
.
(1983) who demonstrated that
paraprofessional staff could effectively train their
novice peers to perform reactive safety-related measures
occasionally needed in emergency situations. The current
study is important because, in contrast, it demonstrated
the ability of peers to manage skills used proactively
(i.e., to foster learning) every day.
Due to the different nature of these skills, this
study approached the goal of maintenance differently than
91
in van den Pol et al
.
(1983). Whereas their study
incorporated scheduling of discrete peer training
sessions
I this study sought, through peer management, to
activate a natural community of peer reinforcement which
might affect performance throughout the day and
eventually blend into the social context of the work
setting
.
Inservice training and peer management were
implemented and evaluated separately in this study. The
results and implications of each are discussed below.
Effects of Inservice Training
Although inservice training was found to be
ineffective overall, Janet and Fred’s rates of overall
teaching did increase during the A2 phase. In addition,
Janet’s rate of incomplete teaching dropped. Because the
experimenter considered the data of both partners in
deciding when to institute peer management with each pair
(see Panyan, Boozer, & Morris, 1970, for a discussion of
problems associated with subjecting research subjects to
extended baseline observations), the A2 phases for both
subjects were terminated before reaching sufficient
length to determine the durability of these increases.
Still, these data suggest the possibility that some
components of inservice training may have promoted
generalization and at least short-term maintenance.
Other investigators have reported positive short-
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term effects of training focusing on similar skills with
special education teachers (Langone, Koorland, & Oseroff,
1987; Peck, Killen, &, Baumgart
,
1989). Much of the
training research in developmental disabilities has been
conducted with direct care staff. It may be that
inservice training generally is more effective with
teachers who experience fewer competing demands and who
may have selected their job based on a strong desire to
teach
.
At least two suggestions regarding future research
on inservice training can be made. To promote skill
acquisition and the initial transfer of training, it is
important that researchers continue to draw from an
emerging technology of generalization. It is also
important that they pay more careful attention to
possible differences between subjects’ job
classifications. The two suggestions are detailed below.
Programming Stimulus and Response Generalization .
First, more single-subject investigations should be
conducted to assess stimulus and response generalization
in staff training. Stokes and Osnes (1989) suggested
investigating three classes of procedures: (1)
exploiting current functional contingencies (contacting
and recruiting natural consequences, modifying
maladaptive consequences, and reinforcing occurrences of
generalization); (2) training diversely (using sufficient
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stimulus or response exemplars, making antecedents or
consequences less discr iminable ) , and (3) incorporating
functional mediators (incorporating common salient
physical or social stimuli, incorporating salient self-
mediated physical or verbal and overt stimuli).
To capitalize on current functional contingencies,
one might first train staff to use a set of simple
teaching skills with clients with whom they are likely to
achieve immediate success. This should promote entry into
a natural community of reinforcement for effective
teaching. Later, more complex skills could be built into
the staff trainee’s repertoire. In other words, shaping
could be utilized to train staff as it has been with
other populations ( Sulzer-Azarof f & Mayer, 1977).
Barbara and Marcia, who demonstrated high and
persistent rates of incomplete teaching, may have
benefitted from more intensive inservice training by the
experimenter repeated in vivo practice with dense
reinforcement). Perhaps then, they would have experienced
more immediate success with their clients and exhibited
more correct responses upon which to base their
subsequent peer feedback.
Alternatively, Donna and Janet, with their superior
teaching abililties, could have exchanged partners with
Barbara and Marcia, serving as their "mentors". Mentors
usually are senior, experienced employees who are paired
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with and provide on-going direction, feedback, and social
support to a newer employee with the aim of enhancing
that employee’s interpersonal skills and career
development within an organization (Noe, 1988). A
potentially valuable variation on the concept of
mentoring in the area of developmental disabilities would
be to investigate the ef fect ivenees of involving model
staff as trainers and sources of reinforcement and
feedback to help ensure generalization and maintenance of
specific skills among novice employees.
Training researchers also should investigate ways to
incorporate multiple stimulus (e.g., different students
or settings) or response (e.g., different prompting
sequences) exemplars. Although not analyzed
experimentally, both features were incorporated during
inservice training in the current study. Subjects were
required to list specific teaching prescriptions
(behaviors to reinforce, reinforcers, prompting
sequences) for each of their clients and to practice them
on the job during one session. Training more diversely in
this way over several sessions might have stimulated
higher rates of high quality teaching, especially by
Barbara and Marcia.
Behavior analysts have yet to fully understand and
develop a technology of generalization (Stokes & Osnes,
1989). With respect to staff training in developmental
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disabilities, more work is required on ways to promote
acquisition and initial generalization via inservice
training. This recommendation is not contradictory to
previous statements suggesting the need for programming
on-going contingency management to ensure maintenance. It
suggests that more sophisticated training methods may
enhance staff’s initial contact with natural reinforcers
in the form of client gains or positive feedback from
their peers or supervisors.
Sub.i ect Characteristics . A second suggestion comes
from the recognition that intrasubject characteristics
are an integral part of the broad context in which
interventions are implemented (Dumas, 1989). As such,
they need to be reported and analyzed in more detail in
staff training studies. Subjects in this study had varied
and substantial academic and experiential histories (see
Table 1). Aspects of such histories might contribute to
changes in trainees* performance in training and
management studies. Although demographic data are
reported for subjects in the current study, no effort was
made to attempt the difficult task of establishing
functional or even correlational relationships between
personal history and performance.
Effects of Peer Management
Given the promising results associated with the peer
management program, it is important to discuss. (1) a
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theoretical interpretation of its mechanisms, (2) the
possible influences of its individual procedural
components, (3) the functional assessment of maintenance,
and (3) issues concerning the practical utility of the
program.
Possible Activation of a Natural Community of
Reinforcement
. It appears that by first learning about
and then practicing repeatedly the peer management
skills, with supportive feedback from the experimenter,
the subjects may have activated a previously dormant
natural community of reinforcement for teaching (Kohler &
Greenwood, 1986; Stokes &. Osnes, 1989; Stokes & Baer,
1977). Subjective information supplements the data in
supporting this interpretation. The subjects not only
assigned high consumer satisfaction ratings to the peer
management program, they also spoke informally about how
much they enjoyed using several of the component
techniques, especially feedback. In fact, two months
after the termination of the study, the program
supervisor for Site 1 reported to the experimenter that
the four subjects from that site were much more apt to
give positive feedback and ask for suggestions from one
another
.
Analysis of Individual Components . The peer
management program was comprised of several components.
There was no attempt to isolate the components most
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responsible for the observed effects. In the future, a
component analysis of the package should prove
informative. For example, although feedback has been
particularly well documented as an effective variable in
studies with paraprofessional staff (see reviews by
Harchik et al
. ,
1989; Repp et al
. ,
1987; Whitman et al
. ,
1983), few goal-setting studies have been conducted among
paraprofessionals (see, however, Burgio et al
. ,
1983).
With other populations, goal-setting, in the absence of
feedback and praise, resulted in only transient
performance improvements- (Ralis & O’Brien, 1986). In the
current study, subjects gave goal-setting low ratings on
the consumer satisfaction survey. Only one subject said
she would like to continue using it and one subject said
it created too much pressure. However, despite these
reports, goal-setting still may have been an important
functional component of the peer management package. In
future research with human service staff, it would be
important to determine the contribution of goal-setting
to feedback-based systems.
An effective component analysis could be conducted
by using a sequential withdrawal design (Rusch & Kazdin,
1981). For example, once the peer management program was
adequately instated, separate components could be
withdrawn sequentially until it becomes possible to
determine which, if any, is required to maintain response
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rates. For example, goal-setting could be removed first,
followed by counting and graphing, and finally feedback.
This particular approach also could be used to assess
maintenance (see below).
Another important component to evaluate is the
weekly feedback the experimenter gave to the subjects.
Although his feedback was carefully designed to avoid
reinforcement for teaching performance, his specific
comments on their use of feedback and goal-setting may
have carried an implicit message to increase teaching.
Furthermore, he was well-liked and seen as prestigious by
the subjects. While these factors cannot be discounted,
peer interactions is considered the critical functional
variable. First, the experimenter spent very little time
in the subjects* work area. Second, the descriptiveness
and positive quality of the subjects’ feedback statements
and suggestions to one another suggests that they were
using the program quite independently to improve their
teaching. Finally, five of the six subjects’ rates of
teaching were maintained during the C3 phase in the
absence of the experimenter’s feedback.
Maintenance . Whereas most subjects’ improvements
were maintained at least throughout the peer management
phases, it is not possible to assert that persistence was
a function of components of the peer management package.
Just as peer management may have activated natural
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reinforcers in the form of peer feedback, client
improvements also may have proved reinforcing to the
subjects. For example, during the fourth week of the C2
phase of peer management, Sarah commented proudly to the
second research assistant that she thought her students’
productivity had doubled recently. Indeed, most of her
students had become more productive.
Fortunately, research designs have been developed
which address the difficult task of assessing functional
relations in maintenance studies (Rusch &, Kazdin, 1981).
One option for assessing- maintenance in a replication of
this study would be to use a partial withdrawal design
(Rusch &. Kazdin, 1981). With this design, all or part of
the peer management package could be withdrawn from one
response, such as contingent reward. Decreases in the
rate of that response would suggest that the package had
been maintaining it. Peer management then could be
reinstated and, if the response rate recovered, more
definitive conclusions could be drawn. Alternatively, the
sequential withdrawal design described above could be
used to assess functional control during maintenance.
Practical Considerations . One of the most promising
findings concerning the peer management program was that
it took surprisingly little time to implement and manage.
The experimenter spent approximately one hour per week
reviewing each pair of subjects’ completed forms.
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composing feedback, and photocopying their materials.
Supervisors trained to implement this part of the system
could conceivably improve staff teaching performance in a
fraction of the time it would take them to do so if they
gave feedback on teaching themselves. Two issues which
need to be considered, however, are: (1) the need for
more extensive training with certain staff, and (2) the
need for a broader organizational context to support the
long-term use of peer management.
Througout all phases of the study, Barbara and
Marcia continued to engage in high levels of incomplete
teaching, indicating their need for more extensive
training. A more effective sequence might consist of:
(1) assessing individual needs of staff, (2) providing
individualized on-the-job training by an experienced
supervisor or educational consultant to establish fluent
and generalized teaching repertoires, (3) implementing
peer management initially with substantial support from
the supervisor, (4) fading supervisor involvement to
weekly or biweekly management of peer management and
biweekly observations and feedback.
If a peer management system such as the one
described is to endure, it probably will need to receive
broad-based organizational support. As evidenced in the
current study, subjects were given a supply of forms at
the end of the C3 phase and were encouraged to continue
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formal peer management practices. They did not. While it
might be argued that they had shifted to using informal
and perhaps more natural monitoring and feedback methods
to maintain their performance, it is more likely that use
of the formal procedures did not survive because a
broader organizational context did not exist to support
it
.
One systematic approach to implementing behavior
management procedures in organizations, including human
service organizations, is referred to as "performance
management" (Daniels, 19-89). Performance management
applies behavioral principles and the methodology of
applied behavior analysis to the design, implementation,
and on-going management of reinforcement-based
interventions in complex organizations. For example, a
performance management system has been successfully
installed and is evolving in the psychology department at
the host facililty (Pollack, Fleming, & Sulzer-Azarof f
,
1990). This effort, which has led to increased
productivity among psychology staff, required top
administrative support, tight adherance to the mission of
the organization, careful assessment of organizational
contingencies, systematic implementation of
interventions, and continuous data—based evaluation.
A similar approach could be taken in day services
programs to establish a context in which peer management
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could thrive. For example, responsibility for conducting
and supervising peer management practices could be built
into the job descriptions of staff at all levels.
Incentive systems could be arranged to provide
supplemental reinforcers for managers who supervise peer
management activities. Larger peer support teams could be
established and meet regularly to review and reinforce
their members* accomplishments. A peer training or
mentoring system might be instituted to help to
acculturate new employees. These are just a few examples
of an organizational context which might be arranged to
maintain the use of peer management.
Collateral Effects : Client Outcomes
Site i. Only Barbara’s group demonstrated increases
in client engagement. However, two methodological
problems limit the validity of these data. First, the
composition of clients in the subjects’ groups changed
frequently during the study, resulting in clients
experiencing frequently changing work areas, peers, and
instructors. Under these conditions, it was impractical
to attempt to assess progressive changes in client
engagement as a direct function of the peer management
program. Second, because clients often sat some distance
from one another, and a wide angle lens could not be
obtained for filming, it was impossible to capture the
entire group on video tape during an observation. This
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meant that only the two or three clients nearest the
instructor, those most likely to be engaged, were
observed during most intervals. This may have inflated
the baseline rates of engagement. In future studies,
subjects should work with intact groups of clients and
the observation system should allow for simultaneous
assessment of all clients in the group.
Another variable was the severity of mental
retardation of clients in these two groups and their
associated high levels of stereotypic behaviors. Large
changes in the independent engagement of such individuals
may be very difficult to achieve until the interfering
behaviors can be reduced. Future research should include
collateral measures such as frequency of maladaptive
behaviors and quality and rate of task performance.
Site 2 , An excellent measure of student behavior
change -- work productivity rate -- was available for
clients in Fred and Sarah’s groups. Peer management was
associated with increased work productivity for nine of
eleven of their clients. Because many of their clients
understood the value of money and the fact that pay was
contingent upon work, the specific work-related praise
and feedback they received from their instructors may
have been especially reinforcing. For example, during
peer management, Sarah increased her rates of
praise/feedback statements of the sort: "Wow - good
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working! You‘11 make a lot of money this week!". It may
be that because earning money is commonly valued by staff
and clients alike, staff may derive natural reinforcement
for using teaching behaviors which result in clients
making more money.
For some time, measurable benefits to clients has
been considered critical to the external validity of
staff training and management studies (Greene et al
.
,
1978; Page et al
. ,
1982). These findings not only support
the external validity of the peer management package as
applied with Sarah and Fred, they highlight the need to
identify collateral dependent measures of client behavior
which are socially important, sensitive to the behaviors
staff will be trained to apply, and potentially high in
reinforcing value to staff.
Conclusion
Peer management, as applied in this study, proved to
be a viable method for increasing and maintaining rates
of teaching among instructional paraprofessional staff.
From a practical standpoint, it is promising that the
program benefitted many of the clients involved, required
minimal management by the experimenter, and was viewed
positively by the subjects.
In addition, this study demonstrated yet again that
even carefully designed inservice training programs need
to be supported by on-going management systems which
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include the frequent delivery of positive consequences on
the job. That peer-mediated systems encourage more active
participation by staff and may activate or enhance
natural communities of reinforcement in the work setting,
presents a powerful case for continued research efforts
in this area, including investigations into the broader
organizational context required to support such efforts.
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AHPKNDIX A
INFORMED CONSENT FORM
Instructors in dny service proKrnms play an
important role in teaching a ran^e of skills to their
clients. Because instructors can become more effective at
teaching when provided certain types of training, this
project has been designed to provide: (1) on-the-job
training of specific teaching skills, and (2) instruction
in the use of procedures to support one another's use of
those skills over time. By choosing to participate, you
will likely add to and refine your teaching and behavior
management skills, help to further improve the abilities
of the clients you teach, and learn specific skills for
managing your own and your co-worker’s performance.
The project will include various components: (1)
videotaping of your teaching for five minutes daily
throughout the project; (2) a. period lasting two to three
weeks during which you will not receive any training or
feedback; (3) on-the-Job training of teaching skills for
approximately two, one-hour sessions, during which I will
provide instructions, demonstrations, and supportive
guidance; (4) two, one-hour workshops on how to best
manage your use of the teaching skills; and (5) a final
phase in which some of the practices are "faded" out.
Videotaping will be conducted as discreetly as possible
so as not to disturb you or your clients. The total
duration of the study will be approximately three to four
months
.
Your participation is totally voluntary and you have
the right to withdraw at any time. Data on your
performance will not be shared with your supervisors. A
summary of your performance during the project will be
presented to you at its completion. At that time you may
elect to share that information, but that will be your
choice. Training which falls outside of your normal work
hours will be covered by compensatory time or overtime.
Data collection will be used by me in partial
fulfillment of the Doctor of Philosophy degree at the
University of Massachusetts. In addition, data may be
used for presentation at professional conferences or for
publication in professional Journals. In any event, you
will not be named or identified in any way in these
presentations.
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I agree to participate in the project described
above with the understanding that I may withdraw at any
time.
Please feel free to contact me
with any questions you may have.
Richard K. Fleming
X224
,
244
,
or 545
Name (print)
Signature
Date
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APPENDIX B
SCORING FORM
Instructor’s initials Date of filming
Scorer’s initials Date of scoring
Score frequency of occurrence within each box/ interval
.
CT IT CR
1
1
1
CT IT CR CT
1
1
1
IT CR
"Begin" 1
1
1
1
1
1
1
1
2
1
1
1
1
1
1
3
CT IT CR
1
1
1
CT IT CR CT
1
1
1
IT CR
4
1
1
1
1
1
1
5
1
1
1
1
1
1
1
6
CT IT CR CT IT CR CT
1
1
1
IT CR
7 1
1
8
1
1
1
1
1
1
1
9
CT IT CR
1
1
I
CT IT CR CT
1
1
1
IT CR
10
1
1
1
1
1
1
11
1
1
1
I
1
1
1
12
CT IT CR
1
1
CT IT CR CT
1
1
1
IT CR
13
1
1
1
1
1
1
1
14
1
1
1
t
1
1
1
15
Total CT = Total IT = Total CR =
lOA CT = = X lOA IT = = X lOA CR = = X
Comments
:
If found, return to Richard Fleming, Psychology, Fleck Hall.
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APPENDIX C
CLIENT ENGAGEMENT FORM
Clients are scored as engaged if they are observed to be actively
manipulating work-related materials or communicating, orally or
through signing, about the work task.
ET = Engaged during an interaction with an instructor in which
that instructor is prompting (any verbal, gestural, physical) or
standing within two feet of the client.
El = Engaged independently of any instructor-to-client
interaction.
T = Total number of clients appearing on film during the ten-
second interval.
Score the number of clients observed in each category.
Int
.
ET EI T Int
.
ET EI T
1 .
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
.
11
.
1
1
1
1
1
1
t
1
1
1
1
1
1
1
1
1
2.
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
(
1
1
12.
1
1
1
1
1
1
1
1
1
1
1
1
1
•
1
3.
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
t
1
13.
1
1
1
t
1
1
1
1
1
1
1
1
1
1
1
1
1
1
4.
1
1
1
1
1
1
1
1
1
1
1
1
1
1
•
1
1
1
1
1
14.
1
1
1
1
1
•
1
1
1
1
1
1
1
1
1
1
I
1
5.
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
t
1
15.
1
1
1
1
1
1
t
1
1
1
1
I
1
1
1
1
1
1
6.
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
16.
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
»
7.
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1 1
17.
1
1
1
1
1
*
1
1
1
1
1
1
f
1
1
1
1
»
8.
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
18.
1
1
1
1
1
i
1
1
1
1
1
*
1
t
1
1
1
1
9.
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
19.
1
1
1
1
1
i
1
1
1
1
1
»
1
1
1
1
1
i
10.
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
t
1
1
to o
1
1
1
1
t
1
1
1
1
1
1
•
1
1
1
1
1
»Ill)II'
Totals: S ! 1 !Ill'
1 1 1 1
OVERALL ENGAGEMENT INDEPENDENT ENGAGEMENT
Total ET & El X Total Ei
t"" t
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APPENDIX D
WRITTEN INSTRUCTIONS: INSERVICE TRAINING
Instructor Training Project Name:
Date
:
I. Introduction to and rationale for systematic teaching
procedures: Contingent reward and complete teaching
interactions
.
A. Giving frequent contingent reward
. or
reinforcement, when clients are working with materials
provides them with more practice of skills and sends out
a clear message about what behaviors are important for
them to perform. In other words, clients learn what
behaviors earn your enthusiastic praise, as well as other
reinforcers you may choose to provide. Usually, in time,
performing the tasks themselves becomes more reinforcing.
B. In addition to reinforcing behaviors, clients
frequently need your assistance to learn new tasks or to
come to perform familiar tasks more quickly and
consistently. Therefore, high quality complete teaching
interactions are important if clients are to fully
acquire and perfect these skills. A sequence of least-to-
most intrusive prompts is usually used (to be described
later). Your prompts can then be faded to promote more
independent working.
C. When used correctly and consistently, these two
procedures have proved to be extremely effective with
developmentally disabled clients. In addition to clients
gaining skills, maladaptive behaviors tend to decrease
significantly, because they learn to enjoy their work
more and seek other reinforcers (your attention,
tangibles) through more appropriate behaviors.
II. Training objectives and procedures outlined.
Two training modules will be presented, each
consisting of written materials and actual practice, with
feedback, in your work room.
A. Training objectives.
1. By the end of Module 1 (contingent reward), you
will have:
a. learned what is meant by contingent reward;
b. identified at least two behaviors for each of
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your clients that you would like to reward frequently;
c. identified at least two rewards for each of
your clients; and
d. practiced using contingent reward with at
least two clients for a total of at least eight times in
five minutes.
2.
By the end of Module 2 (complete teaching), you
will have:
a. learned the three major components of a
complete teaching interaction;
b. identified an individualized prompting
sequence for each of your clients; and
c. practiced complete teaching with at least two
clients for a total of at least eight times in five
minutes
.
B. Training procedures for each module.
1. Review of written rationale and definitions.
2. Completion of interactional worksheet.
3. Demonstration of skill by trainer in your work
area
.
4. Practice by you with personal coaching and
feedback from the trainer.
Module 1. Contingent Reward.
I. Using contingent reward with your clients.
A. Contingent reward, or reinforcement, refers to
enthusiastically rewarding specific adaptive behaviors
and ignoring and/or redirecting maladaptive behaviors. Of
course, self-injurious, assaultive, and other destructive
behaviors cannot be ignored or redirected; when they
occur, you will need to use more specialized behavior
management procedures prescribed by the Unit Psychologist
or Behavior Modification Program Specialist.
Our operational definition of contingent reward
is: "Giving a positive verbal statement, pat, hug,
tangible, or edible item — provided contingent upon on
going engagement with task— related materials or within
three second of completion of an on—task response .
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II. Interactional worksheets.
A. Identifying the behaviors you would like toincrease through contingent reward.
Describe what appropriate engagement is for each ofyour clients, listing at least two specific behaviors for
each client.
Client s Namei Behaviorsi
B. Identifying the rewards/reinforcers
.
List at least two rewards/reinforcers you think
will be effective with each of your clients.
Client’s Name: Rewards/Reinforcers
:
III. Demonstration by trainer.
A. Mark your initials here if the trainer demostrated
the skill at least once with each client:
.
B. Notes:
IV. Practice with coaching and feedback.
A. Mark your initials here if you used contingent
reward correctly at least once with each client present:
B. Mark your initials here if the trainer gave
specific positive feedback on your use of the skill with
each client:
.
V. Independent performance.
A. Mark your initials here if, independently (without
coaching), you provided contingent reward to at least two
clients for a total of at least eight times in five
minutes:
.
CONGRATULATIONS! Next time, we will cover complete
teaching interactions using the same training format.
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Module 2. Complete teaching interactions.
I. Using complete teaching interactions with your
clients
.
A. A complete teaching interaction is one in which you
perform an instructional sequence consisting of prompting
to a level necessary to produce a complete response by
the client and then provide contingent reward within
three seconds of the client’s correct response. All three
components -- prompt-response-reward -- must be present.
B. Prompts may consist of:
1. providing a short task- or mater ials-related
verbal cue in the form of a statement or request (e.g.
,
"pick up", "try again", "can you do another one?", etc.);
2. giving full verbal instruction . consisting of an
action verb and an object upon which to act (e.g., "screw
the two pieces together", "put the letter in the
envelope", etc.);
3. using a gestural prompt by pointing to task
materials
;
4 . demonstrating ( modeling
)
the task to be
performed
5. using a brief physical prompt to facilitate
performance fo the task (e.g., moving a client’s hand
toward the materials, tapping a client’s elbow in the
direction of the materials, etc.); or
6. giving full, hand-over-hand physical guidance to
ensure that a client completes the response.
C. It is often a good idea to give your client up to a
few seconds, following a prompt, to respond to it.
D. You can identify individualized prompting sequences
for each of your clients. These will be based on what you
have learned about your clients’ learning styles through
your experience with them. Two common sequences are
described below;
1. verbal instruction - gestural prompt or
demonstration - physical prompt - full physical guidance.
2. full physical guidance for the first response,
physical prompt for the second response.
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E. Whatever sequence you use, it is always important
to
:
1. follow through with the prompt sequence until
you get a response, even if it requires physical
guidance
;
2. provide contingent reward within three seconds
of the client’s successful response; and
3. give your client your undivided attention
(unless you have to attend to another client) until she
or her performs the response and is rewarded.
II. Interactional worksheet.
A. Identifying the prompting sequence(s) you will use
with your clients.
Describe briefly below the prompting sequence(s) you
plan to use with each of your clients. Don’t be afraid to
experiment with different sequences, keeping in mind that
the ultimate objective is to fade prompting so that the
client becomes independent at a response. Once learned,
more complex responses/tasks can be selected and taught.
Client’s Name: Prompting Sequence;
III. Demonstration by trainer.
A. Mark your initials here if the trainer demonstrated
the prompting sequences you selected at least once with
each client present: .
B. Notes:
IV. Practice with coaching and
A. Mark your initials here
the sequences you selected at
present: .
B. Mark your initials here
specific positive feedback on
each client: .
feedback
.
if you practiced each of
least once with each client
if the trainer gave
your use of the skill with
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V. Independent performance.
A. Mark your initials here if, independently (without
coaching), you used your selected prompting sequences at
least twice with each client present during the five
minute period:
.
CONGRATULATIONS on completing this phase of the training
project. At this point, try to use the two skills we
covered -- contingent reward and complete teaching --
correctly and as frequently and consistently as you can.
Good luck!
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APPENDIX E
WRITTEN INSTRUCTIONS: PEER MANAGEMENT
Instructor Training Project Name:
Date
:
!• Introduction and rationale for using peer support
procedures
.
We’re now ready to begin a very important (and
hopefully enjoyable) part of the project called the "peer
support or peer management" phase. In general, you will
learn about and use a set of procedures designed to help
you assist each other in further honing your teaching and
classroom management skills - specifically the consistent
and correct use of contingent reward and complete
teaching interactions (refer to earlier materials).
The support procedures you will learn to use
effectively are: performance feedback . including
constructive suggestions : goal-setting ; systemat ic
observation : and graphing . Before describing the details
of each and how we can comfortably fit it all into your
week, let’s discuss the rationale for using a peer
support system.
Almost everyone in the field is aware of the
challenges and frustrations of working with
developmentally disabled clients, especially those who
have difficulty learning or have competing behaviors.
Furthermore, the rewards you seek in the form of client
progress are often slow in coming. Also, it can often be
stressful and tiring to maintain a high rate of high
quality teaching interactions. One way supervisors can
support instructors is to casually observe and/or co-
teach, and to offer positive feedback, including
constructive suggestions, given in the spirit of
helpfulness. Another way is to collaborate with teachers
to set challenging yet achieveable (realistic) goals.
What is new is that you will be learning about and
using these supportive procedures, in a constructive and
positive manner, in collaboration with a peer. The spirit
intended is one of democratic participation and
ownership. Your supervisors and the Director are very
enthusiastic about this effort and have agreed to create
the time and support you need to complete the project. As
mentioned earlier, they will not see your performance
data. When the project is completed, it will be your
decision whether to share your data or not.
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During the next three days, we will have workshops
to learn the skills described above. From then on, my
role IS to give you all the materials, support,
information, and feedback you need for using the peer
management procedures. However, I will not be giving you
feedback on your use of contingent reward and complete
teaching interactions. That will be your role, and I am
confident you can do it well. My research assistant needs
to be kept unaware of your efforts, so we’ll need to plan
your classroom observations and support meetings so they
don’t coincide with her filming. Also, I’d like to ask
you not to share any written materials with her.
Before getting to the first training module, let’s
discuss any questions and concerns you might have. As
always, don’t hesitate to ask questions or share concerns
at any time during the project.
Module 1. Performance Feedback and Observing
I. What is performance feedback? Why is it used? How is
it used most effectively?
A. Performance feedback is information about observed
performance that can be reinforcing and that will allow
the receiver to change her performance if she so desires.
B. It is used as a way to generate objective
information that might be helpful to a person seeking to
validate and/or to improve her skills. Basically,
positive feedback involves telling someone what it was,
specifically, that you observed that impressed you as a
skillful act. In the case of teaching, that might be a
well-delivered complete teaching interaction or perhaps
the frequent use of contingent reward with a client who
needs a great deal of encouragement. It is also a
genuine, and usually more natural, way to express your
appreciation and support for the job your co-worker is
doing. Feedback may also include constructive suggestions
or ideas that the person might try.
C. The effective use of feedback. There has been a
large amount of research on using feedback in a wide
range of settings - including ours. I’ve summarized below
the most important ways of making feedback helpful and
pleasurable to receive. Let’s review them and then
generate examples of our own.
Feedback messages should be:
1, Positive and constructive - at all times, make
feedback positive and not negative; if you make
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suggestions, make sure they are offered in a spirit offriendship and comeraderie, as if to say; "We share many
of the same challenges, so let’s help each other."
2. Specific and descriptive - it should tell the
receiver precisely what skill you saw that was done
correctly, and should describe it in enough detail that
the person can use the skill again in the same way.
3. Given immediately as possible following an
observed performance - for example, share severalfeedback messages right after a 5 minute observation.(You will also be asked to share less immediate, summaryfeedback at a brief weekly meeting).
4. Given frequently - use feedback throughout the
week when you see an opportunity and summarize it at the
end of the week.
5. Varied - in other words, give feedback in
different ways to keep it fresh; you may give feedback
verbally, write it down in a quick note or on a form. Or,
if you ve both discussed what performance you are looking
for, you may even use nonverbal signals.
6. Relevant to the needs of the receiver - know
what skills the receiver is working on and desires
feedback about.
II. Practicing feedback messages. Now, in the space
provided below, write three positive feedback messages
for each other based on something you’ve observed of your
partner’s teaching performance. Refer to the checklist at
the bottom of the page if you’d like; we’ll use it to
review your messages afterward.
1 .
2 .
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3 .
Now, let’s check the messages:
Were they positive and constructive?
Were they specific and descriptive?
Could they be given immediately on the job?
Do they represent the type of feedback that
would be helpful to receive frequently?
Could they be given in different ways, such as
verbally?
Are they relevant to the needs of the receiver?
III. Making observations on which to base feedback.
Observations will be made twice per week. Your supervisor
will arrange for coverage of your group(s) while you are
observing. Now, refer to the attached Observation and
Feedback Form. Let’s review the components of the form
and discuss how to use it.
A. The form includes:
1. Brief definitions of complete teaching and
contingent reward
.
2. Space to tally and then total the frequencies of
each. We will begin with just complete teaching.
3. Space to write at least one positive feedback
statement and one constructive suggestion.
B. Use the following procedure when conducting your
observations (Make sure to hang on to all forms; I will
need to collect them at the end of the week).
1. Observe for exactly 5 minutes (use a stopwatch to
keep time), recording a mark for each separate occurrence
of a CT episode that you observe. We will add CR to the
observations later, but you should try to improve or
maintain CR rates even though you aren’t recording them
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now. If your co-worker has to leave her group during your
observation, stop the stopwatch and then restart it when
she returns (It will begin where you left off).
2. As you observe, make mental notes (for feedback)
of skills you see being used effectively.
3. When the five minutes are up, record the total
for CT in the space provided.
4. Continue to observe for a few more minutes, if
you wish, to generate more feedback. Write feedback and
an observat ion/suggestion( s ) in the space provided.
C. Give your feedback and observation form to your
peer. Now, swap roles: work with your own students and
receive feedback yourself.
D. While these constitute more formal observations,
you are, of course, not limited to this format as a way
to share feedback or suggestions. If you happen to make
informal observations during the week, share your
feedback as soon as you get a chance or jot it down and
share it later. Next time, we will discuss goal-setting
and data review sessions in which you will have a chance
to summarize your feedback for the week.
Module 2. Goal-setting and Graphing
I. What is goal-setting? Why is it used? How is it done?
A. Goals are specific performance standards you set
for yourself, or in collaboration with others, covering a
specific time period. Goal achievement is then reviewed
in a positive and constructive way.
B. Goal-setting is used to help motivate and guide any
performance changes you seek. In other words, setting and
achieving goals can become a reinforcing process, and it
can help you maintain a clear focus on what you would
like to accomplish.
C. Goals are set and reviewed following some general
guidelines we will discuss shortly. Information on which
to base goals can come from a variety of sources,
including: standards set by others, self-imposed, or set
collaboratively ; baseline performance; and your own
judgement. Usually, all of these sources are considered
simultaneously. Most importantly, goals should be
challenging yet attainable . In this project, you will be
asked to set a goal range ; that is, a minimum and maximum
level for your performance for the upcoming week.
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Guidelines for using goal-setting effectively are listed
below
:
1. Make goals attainable - proceed in small steps
(e.g., weekly sub-goals) toward your end goal. Don’t
worry about setting goals that you think are a bit lower
than what you might be able to achieve. Think carefully
about what is realistic.
2. Give yourself a challenge - with attainability in
mind, challenge yourself. In other words try to pick a
goal you’ll feel good about achieving.
3. Set goals that are under your control to achieve.
Try to identify what could get in the way that you might
not be able to change. For this reason, a goal range is
adviseable
.
4. Use baseline measures to set sub-goals. Review
how you’ve done in the past and set goals in the upper
end of the baseline range. This sample graph shows how
this could be accomplished. We will do the same with your
personal graphs next.
II. Practicing goal-setting. Here are graphed data, from
the previous four weeks, of your use of contingent reward
(CR) and complete teaching (CT). Data points for each
week are the average of all observations for that week.
Let’s use the graphs to set your goal ranges for the
first week for compete teaching (CT).
A. Keeping in mind the above considerations, set a
goal range for CT and mark it on the graph.
Now that you’ve set goals, use the following checklist
as a final review.
Does your goal range appear to be attainable?
Does it present a challenge?
To the best of your knowledge, will achievement
of your goal be under your control?
Is the goal range set realistically relative to
baseline data?
III. Graphing your data weekly. Graphing data will allow
you to actually see the progress you seek. It can also
serve as an incentive by presenting a challenge.
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A. Source of data to graph. Use the counts made by
your partner during her 5 minute observation.
B. Plotting the point. Find the level on the Y axis;
follow over to find the correct week on the X - axis;
and plot the data point at the intersection.
IV. Review sessions. Brief weekly review sessions will
allow you some quiet time to review and summarize your
feedback and to review and set goals. For purposes of the
project, and to make best use of this short meeting
period, I’m asking you to follow some guidelines for
structure (checklist). Within those guidelines, I’m sure
you can personalize your meetings and make them natural
to you. That is very important. I’ll attend the first
meeting, offer feedback and suggestions, and then leave
it to you. I will continue to review your checklists as
expediently as I can and give you feedback on your use of
the ’’peer support/management” components. I won’t,
however, be giving feedback on your use of CR and CT
.
Again, that is to be managed by you.
A. Refer to the form and we will discuss each part.
IV. Putting it all together. Now let’s outline all
components of this phase of the project.
A. Observations: At least twice weekly, schedule with
your supervisor to have coverage so you can observe each
other for a 5 minute period, counting and recording CT
(for now) and jotting down feedback/suggest ions you might
have (refer to form).
B. Feedback: At least twice per week - after your 5
minute observations and then again at the end of the week
review session - share feedback and suggestions.
C. Goals and graphing: As soon as possible after your
two, 5 minute observations are completed, average the
numbers for CT and record these numbers on your graph.
Begin to think about the next goal level you will set at
the review meeting.
D. Review sessions: Once weekly (have a back-up day
planned), meet briefly to: (1) share summary and/or
additional feedback, (2) review and disucss goal-
^
achievement, and (3) collaborate on setting next wee s
goal range (refer to form). I will collect all forms
weekly, photocopy them, and return your copies with a
sheet covering my feedback to you on your process.
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APPENDIX F
OBSERVATION AND FEEDBACK FORM
OBSERVATION AND FEEDBACK FORM Completed by:
For
:
Date
5 MINUTE OBSERVATION
CT
!
•
1
Total CR \ \ Total
• I - I I _
FEEDBACK
1 .
2 .
SUGGESTIONS
1 .
2 .
DEFINITIONS
1. A complete teaching (CT) episode is scored when an instructor
performs an instructional sequence consisting of prompting to a
level necessary to produce a complete response by the student and
then providing contingent reward following the student’s correct
response. All three events - prompt-response-reward - must be
present
.
2. Contingent reward (CR) is scored each time an instructor
a positive verbal statement (praise or positive feedback) - which
may or may not be accompanied by physical contact (for example, a
pat or a hug) or delivery of a tangible or edible item - provided
contingent upon on-going engagement with task-related materials
or upon completion of an on— task response.
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APPENDIX G
INSTRUCTOR TRAINING PROJECT QUESTIONNAIRE
Please circle the choices that best describe how you felt about:
(a) the inservice phase of training, in which the skills of
complete teaching and contingent reward were introduced and you
planned and practiced using them with your students.
(b) the peer management phase, in which you learned about
and used a system consisting of peer feedback and goal-setting.
(c) using peer management in the future.
All information on this form will be kept confidential. Please do
not sign your name to this form.
1. I found that the inservice phase of training helped me to
teach and manage my class more skillfully.
1
disagree
strongly
2
disagree
somewhat
3
no
difference
4
agree
somewhat
5
agree
strongly
2. I found my job to be more rewarding in
inservice training.
the weeks following the
1
disagree
strongly
2
disagree
somewhat
3
no
difference
4
agree
somewhat
5
agree
strongly
3. I found that during the peer management phase I was
teach and manage my class more skillfully.
able to
1
disagree
strongly
2
disagree
somewhat
3
no
difference
4
agree
somewhat
5
agree
strongly
4. I found
phase
.
my job to be more rewarding during the peer management
1
disagree
strongly
2
disagree
somewhat
3
no
difference
4
agree
somewhat
5
agree
strongly
5 . I found
during the
the feedback I
project to be
received from the peer I worked with
helpful
.
1
disagree
strongly
2
disagree
somewhat
3
no
difference
4
agree
somewhat
5
agree
strongly
6. I felt that goal-setting helped me to improve my teaching.
1
disagree
strongly
2
disagree
somewhat
3
no
difference
4
agree
somewhat
5
agree
strongly
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7. Just observing my partner (for the 5 minute observations)
during the project taught me better teaching and classroom
management skills which I then used on the job.
1 2 3 4 5
disagree disagree no agree agree
strongly somewhat difference somewhat strongly
8. The graph I kept challenged or motivated me to do better.
1 2 3 4 5
disagree disagree no agree agree
strongly somewhat difference somewhat strongly
9. My working relationship with my peer in the project improved
during the peer management phase
.
1 2 3 4 5
disagree disagree no agree agree
strongly somewhat difference somewhat strongly
10. If I were given the time in my job, I would like to continue
some form of peer management.
1 2 3 4 5
disagree disagree no agree agree
strongly somewhat dif ference somewhat strongly
If you agreed, what components would you keep and how often would
you use them?
observation and peer feedback How often?
goal-setting How often?
end-of-week peer feedback How often?
11. If you were to be observed and receive feedback on your
performance on a regular basis (e.g., weekly) i from whom would
you most like that feedback to come? Rate each source using the
following scale: 1 = most prefer, 2 = acceptable, and 3 = least
prefer. The same rating can be used more than once.
immediate supervisor
peer (co-instructor)
combination of peer and supervisor
Any additional comments (you also can use the back):
If found, return to Richard Fleming, Psychology, Fleck Hall
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